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The Problem. The e v a l u a t i o n  of a  m u l t i p l e  f a c i l i t y  
t r a i n i n q  packaqe t o  t e a c h  behavior  mod i f i ca t ion  s k i l l s  f o r  
s t a f f  i n  ;oca t iona l  r e h a b i l i t a t i o n  s e t t i n g s ,  A t i m e - e f f i c i e n t ,  
c o s t - e f f e c t i v e  t r a i n i n g  package i s  impor tan t  when t r a i n i n g  
groups i n  wide geograph ica l  a r e a s .  A package c o n s i s t i n g  of 
i n s t r u c t i o n ,  w r i t t e n  manual w i t h  knowledge t e s t i n g ,  r o l e  
p l a y i n g  w i t h  performance feedback,  and checkout d e l i v e r y  
system should i n c r e a s e  t r a i n e r  performance.  
Procedure .  A m u l t i p l e  b a s e l i n e  a c r o s s  expe r imen ta l  
groups d e s i g n  was used t o  e v a l u a t e  t r a i n e r  performance 
d u r i n g  v ideo taped  s e s s i o n s ,  u s ing  a  c h e c k l i s t  r a t i n g  form. 
The r a t i n g  form i d e n t i f i e d  t r a i n i n g  techniques  addressed  i n  
an i n s t r u c t i o n a l  package. 
F ind ings .  The t r a i n i n g  package was n o t  e f f e c t i v e  i n  
i n c r e a s i n g  T r a i n e r  P r e p a r a t i o n  behav io r s .  S u b j e c t s  t h a t  
made ga ins  a c r o s s  c o n d i t i o n s  f a i l e d  t o  ma in t a in  t h o s e  l e v e l s  
of  responding.  The t r a i n i n g  package was e f f e c t i v e  i n  
t e a c h i n g  Gaining A t t e n t i o n  and Cueing and Graduated Guidance 
behaviors  f o r  some s u b j e c t s .  Prompting behav io r s  w e r e  
v a r i a b l e  a c r o s s  t h e  exper imenta l  groups.  
Conclusion.  The t r a i n i n g  package produced g a i n s  i n  
performance f o r  some s u b j e c t s  and t r a i n i n g  behav io r s .  P e r -  
s o n a l  d a t a  s u g g e s t s  t h a t  i n c r e a s e s  i n  t r a i n e r  behaviors  
subsequent  t o  t r a i n i n g  may b e  a  f u n c t i o n  of educa t ion  and/or 
expe r i ence  i n  t h e  f i e l d .  
Recommendations. C l a r i f i c a t i o n  of t h e  e f f e c t s  of  t h e  
t r a i n i n g  package by f u r t h e r  d e f i n i n g  t a s k s  t r a i n e d  and 
s e l e c t i o n  of c l i e n t s  f o r  t r a i n i n g  would a l low f u r t h e r  i n -  
v e s t i g a t i o n  i n t o  methods of  i n c r e a s i n g  t h o s e  t r a i n i n g  e f f e c t s ,  
These methods might i n v o l v e  multi-media approaches add res s ing  
i n d i v i d u a l s  wi th  s p e c i  f i c  educa t iona l / expe r i ence  l e v e l s .  
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CHAPTER 1 
INTRODUCTION 
S t a f f  t r a i n i n g  i s  an a r e a  t h a t  has  r e c e n t l y  begun t o  
r e c e i v e  a t t e n t i o n  from many d i s p a r a t e  p r o f e s s i o n s .  The 
f i e l d  of Applied Behavior Analys i s  has  jo ined  t h i s  r e s e a r c h  
t r e n d ,  and r i g h t l y  s o .  Behavior a n a l y s t s  perform d u t i e s  i n  
menta l  h e a l t h  c e n t e r s  {Hol lander ,  P l u t c h i k ,  & Rorner ,  1973; 
Q u i l i t c h ,  1975) , schoo l s  , i n s t i t u t i o n s  (bo th  p u b l i c  and 
p r i v a t e )  f o r  t h e  menta l ly  and p h y s i c a l l y  handicapped (Panyon, 
Boozer, & Morr i s ,  1 9 7 0 ) ,  and o t h e r  s e t t i n g s  t o o  numerous t o  
mention.  I n  t h o s e  s e t t i n g s  t h e r e  f r e q u e n t l y  is a need f o r  
s t a f f  t r a i n i n g  t o  improve s k i l l  d e f i c i t s .  Although most 
s t a f f  a r e  a b l e  t o  t each  t a s k s  t o  c l i e n t s  u s ing  t h e i r  own 
p e r s o n a l  methods, a s t r u c t u r e d  t e a c h i n g  method can be more 
e f f e c t i v e  (Wall ,  Zane, & Thvedt,  1980) and e f f i c i e n t  i n  t h e  
t r a i n i n g  of behavior  mod i f i ca t ion  t echn iques .  When d e a l i n g  
wi th  l a r g e  groups of c l i e n t s  t h e s e  s k i l l s  become ex t remely  
c r i t i c a l ,  
To a s s e s s  whether changes i n  t h e  performance of be- 
h a v i o r  mod i f i ca t ion  s k i l l s  have a c t u a l l y  t aken  p l a c e  a f t e r  
s t a f f  t r a i n i n g  has  been conducted,  t h e r e  f r e q u e n t l y  i s  a  
follow-up assessment  a long  w i t h  f u l f i l l m e n t  of  course  objec-  
t i v e s  and t e s t i n g  procedures  (Cornwal l ,  19 7 8 )  . T r a d i t i o n a l l y  
t h i s  p o s t - t r a i n i n g  e v a l u a t i o n  has  taken  t h e  form of ques t ion -  
n a i r e s  and in formal  measures of s k i l l  performance.  These 
e v a l u a t i o n s  may be bo th  i n a c c u r a t e  and mis lead ing .  
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The f i e l d  o f  Applied Behavior Analys i s  has  emphasized 
t h e  need f o r  e v a l u a t i o n s  o f  whether changes of  a p p l i e d  
importance have been achieved a s  a  c r i t e r i o n  f o r  e v a l u a t i n g  
t r a i n i n g  packages.  The emphasis i s  on de t e rmin ing  whether 
behav io r  changes occur  t h a t  have an e f f e c t  on job perform- 
ance.  A s  Cornwall (1978) so a p t l y  s t a t e d :  "The 'bot tom 
l i n e b f  performance measurement o f  t r a i n i n g  is t h e  degree  
t o  which on-the-job performance matches t h e  job needs - - a f t e r  
t h e  t r a i n i n g .  " 
S o c i a l  v a l i d a t i o n  has  been promoted as t h e  means f o r  
de te rmin ing  whether t h e s e  a p p l i e d  changes have been e f f e c t e d  
(Kazdin,  1977) .  S o c i a l  v a l i d a t i o n  r e f e r s  t o  a s s e s s i n g  t h e  
s o c i a l  a c c e p t a b i l i t y  of  t r e a t m e n t  i n t e r v e n t i o n s  (Minkin, 
Braukmann, Minkin, Timbers, Timbers, F ixsen ,  P h i l l i p s ,  & 
Wolf, 1976) . There a r e  m u l t i p l e  f a c t o r s  c o n t r i b u t i n g  t o  
s o c i a l  a c c e p t a b i l i t y .  The f i r s t  i s  t h e  a c c e p t a b i l i t y  of  t h e  
focus  of  t h e  i n t e r v e n t i o n ,  i . e .  whether  t h e  behav io r s  s e l e c t e d  
a r e  impor tan t  t o  t h e  i n d i v i d u a l  s e l e c t e d  f o r  t r e a t m e n t ,  The 
second f a c t o r  i s  t h e  a c c e p t a b i l i t y  of  t r e a t m e n t  p rocedures ,  
i . e .  consumer s a t i s f a c t i o n .  The t h i r d  f a c t o r  i s  t h e  impor- 
t a n c e  of t h e  behavior  change. 
I n  de te rmin ing  whether a  s p e c i f i c  s t a f f  t r a i n i n g  pro- 
gram has  s e l e c t e d  t a r g e t  behaviors  t h a t  a r e  impor tan t  t o  t h e  
i n d i v i d u a l  s e l e c t e d  f o r  t r e a t m e n t ,  t h e  n a t u r a l  environment 
must be  t aken  i n t o  c o n s i d e r a t i o n .  One must cons ide r  t h e  
l e v e l  of  f u n c t i o n i n g  of t h e  c l i e n t s  i n  t h e  s e t t i n g  and t h e  
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t y p e s  o f  t r a i n i n g  programs t h e  s t a f f  member w i l l  b e  re- 
s p o n s i b l e  f o r  t o  e q u i p  t h e  s t a f f  member w i t h  s k i l l s  t h a t  are 
d i r e c t l y  a p p l i c a b l e  t o  t h e  n a t u r a l  envi ronment .  When 
implement ing  s t a f f  t r a i n i n g  programs f o r  u s e  i n  m u l t i p l e  
s e t t i n g s ,  g e n e r a l  c a t e g o r i e s  o f  t r a i n e r  b e h a v i o r s  must b e  
i d e n t i f i e d ,  w i t h  a d a p t a t i o n s  f o r  e a c h  f a c i l i t y .  I n  g e n e r a l ,  
i m p o r t a n t  b e h a v i o r s  f o r  i n d i v i d u a l s  working w i t h  t h e  men- 
t a l l y  handicapped i n c l u d e :  T r a i n e r  p r e p a r a t i o n ,  g a i n i n g  
a t t e n t i o n  and c u e i n g ,  c o n s e q u a t i n g ,  prompt ing ,  g r a d u a t e d  
g u i d a n c e ,  and p o s t - s e s s i o n  b e h a v i o r s  (Gardner ,  B r u s t ,  & 
Watson, 1970 ; Schreibman,  O f  N e i l ,  & Koegel ,  19 83  ; S u l z e r -  
Azarof f  & Mayer, 1977;  Lowther ,  M a r t i n ,  & McDonald, 1971; 
Lowther ,  M a r t i n ,  & McDonald, 1972) . Gain ing  a t t e n t i o n  and 
c u e i n g ,  p rompt ing ,  and g r a d u a t e d  gu idance  a r e  t h e  c a t e g o r i e s  
o f  t r a i n e r  b e h a v i o r s  t h a t  a r e  a p p l i c a b l e  t o  t h e  s e t t i n g s  
and a d d r e s s e d  i n  t h e  t r a i n i n g  m a t e r i a l s  t h a t  w e r e  t h e  f o c u s  
o f  t h i s  s t u d y .  
Consumer s a t i s f a c t i o n  of  t r e a t m e n t  i n t e r v e n t i o n s  h a s  
become a  p r imary  concern  i n  r e c e n t  y e a r s .  R i g h t s  o f  i n d i -  
v i d u a l s  undergo ing  t r e a t m e n t ,  informed c o n s e n t ,  and o t h e r  
e t h i c a l  and l e g a l  i s s u e s  have  become i m p o r t a n t  i n  de te rmin-  
i n g  t h e  a c c e p t a b i l i t y  o f  t r e a t m e n t  ( M a r t i n ,  1975;  S t o l z  & 
A s s o c i a t e s ,  1978; P l a s k a ,  Burgess ,  & T i l l e m a ,  1 9 7 9 ) .  I n  t h e  
a r e a  o f  s t a f f  t r a i n i n g  t h e  t r a d i t i o n a l  approach t o  de te rmin-  
i n g  consumer s a t i s f a c t i o n  h a s  been th rough  w r i t t e n  q u e s t i o n -  
n a i r e s  s i m i l a r  t o  t h e  feedback s h e e t s  used  by Cornwall  (1978) 
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Q u e s t i o n s  such a s  t h e  adequacy of t e a c h i n g  a i d s  and t h e  
a p p l i c a b i l i t y  of  t echniques  f o r  an i n d i v i d u a l  s t a f f  member's 
p o s i t i o n  a r e  t y p i c a l l y  p resen ted  us ing  a L i k e r t  s c a l e  o r  
q u e s t i o n n a i r e ,  a f t e r  t r a i n i n g  has  been completed. Any 
s t a f f  t r a i n i n g  program should add res s  t h e  i s s u e  of consumer 
s a t i s f a c t i o n ,  e s p e c i a l l y  when p a r t i c i p a t i o n  i n  t r a i n i n g  i s  
a  requirement  f o r  job s e c u r i t y .  
The importance of  behavior  change i s  eva lua t ed  by com- 
pa r ing  t h e  behavior  change wi th  e x i s t i n g  norms o r  through 
g l o b a l  e v a l u a t i o n s  conducted by t h o s e  t h a t  i n t e r a c t  c l o s e l y  
w i t h  t h e  i n d i v i d u a l  i n  t h e  n a t u r a l  environment o r  t h o s e  who 
due t o  e x p e r t i s e ,  a r e  q u a l i f i e d  t o  r a t e  t h a t  behavior .  
Global  e v a l u a t i o n s  a r e  o v e r a l l  assessments  of  an i n d i v i d u a l ' s  
t o t a l  performance r a t h e r  t han  assessment  o f  s p e c i f i c  t a r g e t  
behav io r s .  
Minkin e t  a l .  ( 1 9 7 6 )  used a  combination of g l o b a l  and 
b e h a v i o r a l  r a t i n g  methods t o  a s s e s s  t h e  e f f e c t s  o f  t r ea tmen t  
i n t e r v e n t i o n ,  procedures  t o  develop conve r sa t iona l  s k i l l s .  
S p e c i f i c  component behaviors  were t a r g e t e d  and v ideo tapes  
of conve r sa t ions  were viewed. Moderate t o  h igh  c o r r e l a t i o n s  
were ob ta ined  between g l o b a l  r a t i n g  and b e h a v i o r a l  observa- 
t i o n s  of s p e c i f i c  component behav io r s .  
Davis ,  Trace ,  and Bontrager  (198 l )  i n v e s t i g a t e d  t h e  
e f f i c a c y  of t h r e e  assessment t o o l s  i n  e v a l u a t i n g  t h e  s t a f f  
performance of t r a i n i n g  t echn iques .  The f i r s t  t o o l  c o n s i s t e d  
of  a  l ist  of t r a i n i n g  behaviors  i n  a t r i a l - b y - t r i a l  r a t i n g  
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s c a l e .  The second c o n s i s t e d  of a  c h e c k l i s t  scale and t h e  
t h i r d  was a  g l o b a l  e v a l u a t i o n  s c a l e .  The a u t h o r s  i d e n t i f i e d  
s i x  s k i l l  a r e a s  as having importance when t r a i n i n g  i n  t h e  
f i e l d  of  Behavior Analys i s .  The s k i l l  a r e a s  inc luded:  
t r a i n e r  p r e p a r a t i o n ,  ga in ing  a t t e n t i o n  and cue ing ,  prompting 
h i e r a r c h y ,  graduated guidance,  consequa t ing  behav io r s ,  and 
pos t - s e s s ion  behav io r s .  Each of  t h e s e  s k i l l  a r e a s  w e r e  
f u r t h e r  d iv ided  i n t o  d i s c r e t e  t r a i n i n g  behaviors .  The 
r a t i n g  s c a l e s  eva lua t ed  t h e  above t r a i n i n g  behav io r s ,  w i t h  
t h e  t r i a l - b y - t r i a l  s c a l e  be ing  t h e  most s e n s i t i v e  and t h e  
g l o b a l  r a t i n g  s c a l e  be ing  t h e  l e a s t  s e n s i t i v e .  The c o r r e l a -  
t i o n  between t h e  t r i a l - b y - t r i a l  and c h e c k l i s t  r a t i n g  s c a l e s  
was h igh ,  w i t h  a  Rho of .980,  C o r r e l a t i o n s  of t h e  g l o b a l  
r a t i n g s  t o  t h e  o t h e r  two measures were poor .  The au tho r s  
eva lua t ed  each r a t i n g  s c a l e  on t h e  b a s i s  of  two c r i t e r i a :  
s e n s i t i v i t y  and r e l i a b i l i t y  o f  o b s e r v a t i o n s ,  and e a s e  of  
a d m i n i s t r a t i o n .  Because t h e  c h e c k l i s t  r a t i n g  s c a l e  h igh ly  
c o r r e l a t e d  w i t h  t h e  more time-consuming and complex t r i a l -  
b y - t r i a l  r a t i n g  s c a l e ,  t h e  a u t h o r s  i n d i c a t e d  t h a t  t h e  check- 
l i s t  r a t i n g  s c a l e  was t h e  t o o l  of cho ice ,  
When concerned w i t h  t h e  s o c i a l  v a l i d a t i o n  of s t a f f  
t r a i n i n g ,  t h e  normative l e v e l  may n o t  be an a p p r o p r i a t e  
c r i t e r i o n  f o r  a s s e s s i n g  t h e  e f f e c t s  of i n t e r v e n t i o n .  I n  
f a c t ,  t h e  purpose of s t a f f  t r a i n i n g  should be t o  change t h e  
normative l e v e l ,  r a t h e r  t han  main ta in  it. Normative l e v e l s  
should  be  used t o  a s s e s s  t h e  minimal behavior  change t h a t  i s  
a c c e p t a b l e ;  a  s t a r t i n g  p o i n t  o n l y .  
~ y p i c a l l y ,  s t a f f  t r a i n i n g  programs have  i n c o r p o r a t e d  a  
mixed b a g  of  t e c h n i q u e s  composed of c l a s s r o o m  i n s t r u c t i o n  
( u s u a l l y  i n  t h e  form o f  workshops] , r o l e  p l a y i n g ,  feedback 
and d e m o n s t r a t i o n  (Gardner ,  1972; Gardner  e t  a l . ,  L970; 
H o l l a n d e r  e t  a l . ,  1973;  Q u i l i t c h ,  1975) . None o f  t h e s e  
t e c h n i q u e s  p roduce  t h e  d e s i r e d  b e h a v i o r  changes s e p a r a t e  
from t h e  o t h e r s  b u t  produce  i n c r e a s e s  i n  b e h a v i o r  when used  
i n  a packaged form. Research  h a s  shown t h a t  c l a s s r o o m  i n -  
s t r u c t i a n  s e r v e s  t o  i n c r e a s e  knowledge b u t  does  n o t  neces-  
s a r i l y  produce  changes i n  t r a i n e r  b e h a v i o r s  (Braukmann, 
F i x s e n ,  K i r i g e n ,  P h i l l i p s ,  P h i l l i p s ,  & Wolf, 1975; Q u i l i t c h ,  
1 9 7 5 ) .  P r o g r e s s i o n  th rough  i n s t r u c t i o n a l  m a t e r i a l s  does n o t  
e n s u r e  a  h i g h  l e v e l  of s k i l l  i n  a p p l y i n g  b e h a v i o r  modi f i ca -  
t i o n  t e c h n i q u e s  (Lowther  e t  a x . ,  1 9 7 1 ) '  j u s t  a s  p r a c t i c a l  
t r a i n i n g  does  n o t  e n s u r e  knowledge o f  b e h a v i o r  m o d i f i c a t i o n  
p r i n c i p l e s  (Gardner ,  1 9 7 2 ) .  A s  a n  a d j u n c t ,  Lowther e t  ale 
(1971) r e p o r t e d  t h a t  when t r a i n e r  s k i l l  l e v e l  was recorded  
a s  b e i n g  h i g h ,  t h e  s e s s i o n  was a l s o  s u c c e s s f u l  i n  t e r m s  of 
c l i e n t  per formance .  
Feedback is  most o f t e n  c i t e d  a s  t h e  pr imary  component 
of t h e  t r a i n i n g  package ,  T h i s  feedback h a s  been d e l i v e r e d  
u s i n g  b o t h  v i d e o t a p e d  and w r i t t e n  d e l i v e r y  s y s t e m s ,  a l o n g  
w i t h  c o r r e c t i v e  and i n f o r m a t i o n a l  o n l y  f o r m a t s  (Panyon e t  
a l . ,  1970;  Panyon & P a t t e r s o n ,  1 9 7 4 ) .  ~ r i c k e r ,  Morgan, and 
Grabowski (1972) used a combinat ion  of v e r b a l  and v i d e o t a p e d  
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feedback i n  c o n j u n c t i o n  w i t h  a  t o k e n  r e i n f o r c e m e n t  ( s t amps)  
program t o  i n c r e a s e  t h e  q u a n t i t y  and q u a l i t y  o f  s t a f f  i n t e r -  
a c t i o n s  w i t h  m e n t a l l y  handicapped c h i l d r e n .  
Q u i l i t c h  ( 1 9 7 5 )  compared t h r e e  p r o c e d u r e s  t o  i n e r e a s e  
s t a f f  per formance .  These p r o c e d u r e s  c o n s i s t e d  o f  w r i t t e n  
memos, a  workshop, and performance  feedback p o s t e d  d a i l y .  
The d a i l y  p o s t e d  performance  feedback i n c r e a s e d  s t a f f  per- 
formance o f  t r a i n e r  b e h a v i o r s  w h i l e  t h e  m e m o  and workshop 
produced l i t t l e  o r  no change i n  t h e  i n t e r a c t i o n s .  Assuming 
t h a t  s t a f f  have knowledge o f  b e h a v i o r  m o d i f i c a t i o n  t r a i n i n g  
t e c h n i q u e s ,  per formance  feedback may s e r v e  t o  i n c r e a s e  pe r -  
formance o f  t h o s e  t e c h n i q u e s .  
When implementing s t a f f  t r a i n i n g  programs f o r  m u l t i p l e  
f a c i l i t i e s ,  a c r o s s  a  wide  g e o g r a p h i c a l  a r e a ,  t h e  d e l i v e r y  
sys tem becomes an  i m p o r t a n t  c o n s i d e r a t i o n .  Pr imary  c o n c e r n s  
t h a t  must b e  d e a l t  w i t h  i n v o l v e  c o s t - e f f e c t i v e n e s s  and t i m e -  
e f f e c t i v e n e s s .  C o s t - e f f e c t i v e n e s s  becomes i m p o r t a n t  when 
a s s e s s i n g  t r a v e l  e x p e n s e s ,  t h e  number o f  i n s t r u c t o r  h o u r s  
i n v o l v e d ,  and t h e  number of  s t a f f  hours  i n v o l v e d .  ~ i m e -  
e f f e c t i v e n e s s  i n v o l v e s  w i s e  u s e  o f  i n s t r u c t o r  t i m e ,  b a t h  i n  
t r a v e l  and i n s t r u c t i o n ,  t o  a c h i e v e  t h e  same o b j e c t i v e s - -  
t r a i n e d  s t a f f  . 
Very l i t t l e  r e s e a r c h  has  a d d r e s s e d  d e l i v e r y  sys tems  i n  
m u l t i p l e  f a c i l i t y  s t a f f  t r a i n i n q .  O ' D e l l ,  Krug, O 'Quinn ,  
and Kasnetz  (1980) conducted  one o f  few s t u d i e s  a d d r e s s i n g  
t h i s  i s s u e .  The s t u d y  compared f i v e  d e l i v e r y  sys tems  f o r  
t e a c h i n g  t ime-out  s k i l l s  t o  p a r e n t s :  W r i t t e n  manual,  
w r i t t e n  manual p l u s  b r i e f  i n d i v i d u a l  checkout ,  a u d i o t a p e ,  
aud io t ape  p l u s  b r i e f  i n d i v i d u a l  checkout ,  f i l m ,  f i l m  p l u s  
i n d i v i d u a l  checkout  and i n d i v i d u a l  modeling and r e h e a r s a l  
w i t h  a s k i l l e d  t r a i n e r .  The f i n d i n g s  i n d i c a t e  t h a t  a  corn- 
b i n a t i o n  of  media t r a i n i n g  w i t h  i n d i v i d u a l  checkout  a s s i s t s  
i n  t h e  a c q u i s i t i o n  of  s k i l l s  and appears  t o  b e  t h e  most 
c o s t - e f f e c t i v e  method. The a u t h o r s  recommended t h e  u s e  of  
t h e  a u d i o t a p e  p l u s  b r i e f  i n d i v i d u a l  checkout  r a t h e r  t h a n  
w r i t t e n  m a t e r i a l s ,  because  o f  i t s  c o s t - e f f e c t i v e n e s s .  
The g o a l  of  t h i s  s t u d y  i s  t o  e v a l u a t e  a t r a i n i n g  pack- 
age designed t o  produce i n c r e a s e s  i n  t h e  performance of 
behav io r  m o d i f i c a t i o n  t e c h n i q u e s ,  is  c o s t - e f f e c t i v e ,  and 
can be  reproduced f o r  ongoing s t a f f  t r a i n i n g .  The s t udy  i s  
des igned  t o  a s s e s s  t h e  e f f e c t s  o f  a t r a i n i n g  package u s i n g  
i n s t r u c t i o n ,  w r i t t e n  manual w i t h  knowledge t e s t i n g ,  r o l e  
p l a y i n g  w i t h  performance feedback ( w r i t t e n  and v e r b a l ) ,  and 
a checkout d e l i v e r y  sys tem on t h e  performance of  behav io r  
m o d i f i c a t i o n  skills. 
CHAPTER 11 
METHOD 
S u b j e c t s  
E leven  d i r e c t - c a r e  s t a f f  members w i t h i n  t h r e e  
v o c a t i o n a l / r e s i d e n t i a l  r e h a b i l i t a t i o n  f a c i l i t i e s  f o r  a d u l t  
d e v e l o p m e n t a l l y  d i s a b l e d  c l i e n t s  s e r v e d  a s  s u b j e c t s .  The 
s u b j e c t s  w e r e  e n r o l l e d  i n  one o f  two c o u r s e s  under  a pro-  
gram f o r  t r a i n i n g  employed s t a f f  i n  v o c a t i o n a l  r e h a b i l i t a -  
t i o n  f a c i l i t i e s .  Seven o f  t h e  s u b j e c t s  w e r e  e n r o l l e d  i n  a  
b e h a v i o r  management c o u r s e  (Teaching New Behav io r s )  and f o u r  
w e r e  e n r o l l e d  i n  a  knowledge c o u r s e  ( E x c e p t i o n a l i t i e s )  t h a t  
did n o t  f o c u s  on j o b - r e l a t e d  s k i l l s  b u t  was des igned  f o r  
i n f o r m a t i o n a l  purposes  only, The s u b j e c t s  w e r e  i n c l u d e d  i n  
the skudy on  a  v o l u n t a r y  b a s i s  and n o t  as a r e q u i r e m e n t  f o r  
program comple t ion  or  job s e c u r i t y .  The subjects a g e s  ranged 
from 2 4  t o  6 2  yea r s ,  w i t h  t w o  male and n i n e  female  s u b j e c t s .  
T h e  e d u c a t i o n a l  l e v e l  o f  t h e  s u b j e c t s  ranged from 1 2  t o  3.8 
y e a r s ,  w i t h  t h e  r a n g e  o f  employment w i t h i n  human s e r v i c e  
f a c i l i t i e s  f r o m  s i x  months t o  L1k y e a r s .  
Videotaped e v a l u a t i o n s  w e r e  conducted  w i t h i n  t h e  
f a c i l i t y  o f  each  s u b j e c t  and separate from c lass room i n -  
s t x u c t i o n ,  T h e  e x p e r i m e n t e r  conduc t ing  t h e  v i d e o t a p i n g  
s e s s i o n s  d i d  n o t  s e r v e  as the eEassroom i n s t r u c t o r ,  t h u s  was 
unaware of each s u b j e c t ' s  academic s t a n d i n g  w i t h i n  t h e  c l a s s ,  
The skill r a t P n g  form u s e d  i n  e v a l u a t i n g  t r a i n e r  b e h a v i o r  
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was in t roduced  p r i o r  t o  t h e  v ideo tap ing ,  w i t h i n  t h e  two 
exper imenta l  groups classroam. The r a t i n g  form w a s  i n t r o -  
duced a s  a  method of e v a l u a t i n g  a  hands-on e x e r c i s e  r a t h e r  
t han  t h e  method used i n  e v a l u a t i n g  t h e  v ideo taped  t r a i n i n g  
s e s s i o n s .  
Procedure 
Experimental  des ign .  Eva lua t ion  of s t a f f - t r a i n i n g  was 
conducted u t i l i z i n g  a  m u l t i p l e  b a s e l i n e  d e s i g n  a c r o s s  expe r i -  
mental  groups (Baer ,  Wolf, & R i s l e y ,  1968; Campbell & 
S t a n l e y ,  1963) , To a s s e s s  t h e  e f f e c t s  o f  t h e  i n s t r u c t i o n a l  
package,  e l even  s u b j e c t s  from t h r e e  v o c a t i o n a l  f a c i l i t i e s  
comprised t h e  two exper imenta l  and one c o n t r o l  group, 
Group 1 c o n s i s t e d  of f i v e  s u b j e c t s ,  group 2 con ta ined  t w o  
s u b j e c t s  and group 3 ( c o n t r o l  group) c o n s i s t e d  of  f o u r  sub- 
j e c t s .  Groups 1 and 2 were provided wi th  an i d e n t i c a l  
t r a i n i n g  package. There was a  two week d e l a y  between t h e  
o n s e t  of  t r a i n i n g  f o r  Group 1 and t h e  o n s e t  of  t r a i n i n g  f o r  
Group 2 .  Group 3 ( c o n t r o l  group) r ece ived  a  knowledge course  
( E x c e p t i o n a l i t i e s ) ,  The o n s e t  of t h e  knowledge cou r se  f o r  
t h e  c o n t r o l  group co inc ided  w i t h  t h e  o n s e t  of t r a i n i n g  f o r  
Group 1. Each s u b j e c t  s e l e c t e d  one c l i e n t  t o  p a r t i c i p a t e  i n  
t r a i n i n g  s e s s i o n s  f o r  a l l  t h r e e  of t h e  videotaped evalua-  
t i o n s ,  whenever p o s s i b l e .  Each c l i e n t  was chosen on t h e  
b a s i s  of demonstra t ing t h e  p r e r e q u i s i t e  behaviors  f o r  one of  
t h e  fou r  t a s k s  u t i l i z e d  f o r  t r a i n e r  e v a l u a t i o n  purposes .  
(See Appendix A . )  T h e  c l i e n t  t r a i n i n g  programs were 
packaged programs w r i t t e n  by t h e  exper imenter  and modif ied 
by t h e  i n d i v i d u a l  s u b j e c t  according t o  t h e  c l i e n t ' s  physi-  
c a l  impairments,  The packaged programs w e r e  n o t  u t i l i z e d  
o u t s i d e  of t h e  v ideo tap ing  s e s s i o n s .  Program t a s k s  inc luded  
packaging b o l t s ,  assembling n u t s  and b o l t s ,  sweeping d i r t  
i n t o  a dus tpan ,  and trimming n a i l s ,  Each program c o n s i s t e d  
of  t e n  t r i a l s ,  w i t h  t h e  v ideo tap ing  s e s s i o n  l i m i t e d  t o  t e n  
t r i a l s  o r  t e n  minutes.  
The packaged programs e l i m i n a t e d  t h e  confounding v a r i -  
a b l e  of  e x p e r t i s e  i n  w r i t i n g  i n t e r v e n t i o n  programs f o r  t h e  
developmental ly  d i s a b l e d ,  which t h e  t a r g e t  module w i t h i n  t h e  
cou r se  d i d  no t  address .  
T h i r t y  minutes p r i o r  t o  t h e  v ideo tap ing  s e s s i o n ,  each 
s u b j e c t  s e l e c t e d  a  packaged program and ob ta ined  a  d a t a  
s h e e t  and consen t  forms ( i f  consen t  had n o t  p rev ious ly  been 
e s t a b l i s h e d ) ,  This pe r iod  of  t i m e  was used t o  review t h e  
packaged program. A t  t h e  des igna t ed  t i m e  t h e  s u b j e c t  and 
c l i e n t  m e t  w i t h  t h e  exper imenter  and conducted t h e  t r a i n i n g  
s e s s i o n .  Each videotaped t r a i n i n g  s e s s i o n  was conducted i n  
a room s e p a r a t e  from t h e  main work a r e a  t o  minimize d i s t r a c -  
t i o n s .  I f  t h e  s u b j e c t  addressed  a  q u e s t i o n  t o  t h e  expe r i -  
menter r ega rd ing  t h e  d a t a  s h e e t  o r  t h e  packaged program, t h e  
exper imenter  po in ted  t o  t h e  w r i t t e n  in format ion  on t h e  forms 
w i t h  a  minimal amount of v e r b a l  i n t e r a c t i o n .  
The t h r e e  videotaped e v a l u a t i o n  s e s s i o n s  w e r e  conducted 
two t o  t h r e e  weeks a p a r t ,  f o r  t h e  t h r e e  groups-  I n  a d d i t i o n ,  
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t h e  pos t - in t e rven t ion  e v a l u a t i o n s  f o r  group one and group 
two w e r e  conducted w i t h i n  one week a f t e r  t h e  Teaching N e w  
~ e h a v i o r  module had been completed w i t h i n  t h e  c lassroom. 
A s imple  q u e s t i o n n a i r e  was developed t o  v e r i f y  consumer 
s a t i s f a c t i o n  o r  d i s s a t i s f a c t i o n  w i t h  t h e  cou r se .  The ques- 
t i o n n a i r e  addressed i s s u e s  such a s  whether t h e  course  f u l -  
f i l l e d  e x p e c t a t i o n s ,  e f f e c t s  of t h e  cou r se  on job perform- 
ance ,  p o s s i b l e  improvements t h a t  could be  made i n  t h e  cou r se  
a s  w e l l  a s  t h e  d e l i v e r y  system, and cou r se  re levance  t o  t h e  
s u b j e c t s  work s e t t i n g ,  
Dependent Var i ab l e .  The dependent v a r i a b l e ,  s u b j e c t  
performance of behavior  mod i f i ca t ion  s k i l l s ,  was a s se s sed  
us ing  a  c h e c k l i s t  r a t i n g  form (Davis e t  a l . ,  1981) . (See 
Appendix B . )  The c h e c k l i s t  r a t i n g  form was composed of s i x  
s k i l l  a r e a s :  T r a i n e r  P r e p a r a t i o n ,  Gaining A t t e n t i o n  and 
Cueing, Prompting Hiera rchy ,  Graduated Guidance, Consequating 
Behaviors ,  and Post-Session ~ e h a v i o r s .  Because t h e  t r a i n i n g  
module d i d  n o t  add res s  consegua t ing  and pos t - s e s s ion  behav- 
i o r s  i n  dep th ,  t h e s e  s k i l l  a r e a s  were no t  eva lua t ed  b u t  
remained on t h e  c h e c k l i s t  f o r  Euture s tudy .  The t r a i n i n g  
module d i d  n o t  add res s  t r a i n e r  p r e p a r a t i o n  behaviors  
s p e c i f i c a l l y ;  t h i s  s k i l l  a r e a  was eva lua t ed  for comparison 
purposes on ly .  Each s k i l l  a r e a  was f u r t h e r  subdiv ided  i n t o  
m u l t i p l e  component responses .  
Dependent Var i ab l e  Recording. Sub jec t  responses  were 
recorded on v ideo tape  over  t h r e e  s e p a r a t e  s e s s i o n s .  The 
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f i r s t  v ideo tap ing  f o r  a l l  t h r e e  groups was conducted p r i o r  
t o  t h e  i n t r o d u c t i o n  of t h e  Teaching New Behavior module f o r  
group 1 ( t h e  f o u r t h  week of i n s t r u c t i o n ) .  The second video- 
t a p i n g  s e s s i o n  f o r  a l l  t h r e e  groups was conducted one week 
a f t e r  t h e  conc lus ion  o f  t h e  Teaching New Behavior module f o r  
group 1 (week s e v e n ) .  The f i n a l  v ideotaped e v a l u a t i o n  ses- 
s i o n  was conducted w i t h i n  week t e n  lane week fo l lowing  t h e  
conc lus ion  of t h e  Teaching Mew Behavior module f o r  group 2)  . 
Throughout t h e  e v a l u a t i o n  s e s s i o n ,  two s e t s  of  s u b j e c t  
s k i l l  responses  occu r red ,  c o r r e c t  and i n c o r r e c t  responses .  
For example, when a  s u b j e c t  p re sen ted  a v e r b a l  prompt, de- 
pending upon t h e  c l i e n t  % response o r  l ack  of response ,  t h e  
s u b j e c t  c o r r e c t l y  o r  i n c o r r e c t l y  emi t t ed  a component response 
of t h e  prompting h i e r a r c h y .  
The c h e c k l i s t  r a t i n g  s c a l e  u t i l i z e d  a  Yes/No format .  
A s k i l l  component response was recorded a s  o c c u r r i n g  (Yes) 
when g r e a t e r  t h a n  5 0 %  of t h e  o p p o r t u n i t i e s  t o  respond 
throughout t h e  s e s s i o n  w e r e  c o r r e c t l y  responded t o .  
Th i s  raw d a t a  was then  numer ica l ly  summarized by 
c a l c u l a t i n g  a pe rcen t  occur rence  s c o r e ,  The p e r c e n t  
occur rence  s c o r e  was ob ta ined  by c a l c u l a t i n g  t h e  fo l lowing  
formula:  #component responses  marked "Yes" / t o t a l  number 
of a p p l i c a b l e  component responses .  (Some component responses  
were no t  a p p l i c a b l e  t o  a  s p e c i f i c  t r a i n i n g  s e s s i o n , )  Each 
s k i l l  ca tegory  was numer ica l ly  summarized independent ly ,  
R e l i a b i l i t y :  R e l i a b i l i t y  measures of s k i l l  performance 
p e r  g roup ,  f o r  e a c h  e x p e r i m e n t a l  c o n d i t i o n  ( 2 5 %  o f  t o t a l  
v i d e o t a p e d  s e s s i o n s )  . There  w e r e  two p r imary  o b s e r v e r s .  
Each o b s e r v e r  was s e l e c t e d  on t h e  b a s i s  of knowledge of 
b e h a v i o r  m o d i f i c a t i o n  t e c h n i q u e s .  The pr imary  o b s e r v e r s  
a l s o  s e r v e d  a s  r e l i a b i l i t y  o b s e r v e r s  by r a t i n g  randomly 
s e l e c t e d  t r a i n i n g  s e s s i o n s  i n d e p e n d e n t  o f  each  o t h e r .  
P r i o r  t o  o b s e r v a t i o n  o f  t h e  t r a i n i n g  s e s s i o n s  e a c h  o b s e r v e r  
was g i v e n  a handbook (see Appendix C )  t o  r e a d  and w a s  sub- 
s e q u e n t l y  t e s t e d  u s i n g  a n  o b s e r v e r  t r a i n i n g  v i d e o t a p e .  The 
o b s e r v e r s  were n a i v e  a s  t o  t h e  e x p e r i m e n t a l  g roup  of  t h e  
s u b j e c t ,  and whe the r  t h e  t r a i n i n g  s e s s i o n  was a r e l i a b i l i t y  
s e s s i o n .  R e l i a b i l i t y  was c a l c u l a t e d  f o r  t h e  c h e c k l i s t  
r a t i n g  form by u s i n g  t h e  f o l l o w i n g  formula  ( B i r k i m e r  & 
Brown, 1979) : 
Disagreements  on Occurrence  loo ( Agreements on Occur rences  + Disagreements  1 
The c h e c k l i s t  r a t i n g  s c a l e  u s i n g  t h e  Yes/No f o r m a t ,  com- 
p u t e d  r e l i a b i l i t y  u s i n g  t h e  S c o r e d - I n t e r v a l  ( S - I )  method. 
A d i s a g r e e m e n t  was s c o r e d  when a d i s c r e p a n c y  was s e e n  be- 
tween two o b s e r v e r s  on t h e  o c c u r r e n c e  o f  a  s p e c i f i c  com- 
ponen t  s k i l l  a c r o s s  t h e  t r a i n i n g  s e s s i o n .  
Independen t  V a r i a b l e ,  The i n s t r u c t i o n a l  module Teaching 
Mew Behav io r  s e r v e d  a s  t h e  independen t  v a r i a b l e .  (See  
Appendix D.) T h i s  i n s t r u c t i o n a l  package focused  on b e h a v i o r  
change t e c h n i q u e s  such  a s  s h a p i n g ,  c h a i n i n g ,  f a d i n g ,  
15 
g e n e r a l i z a t i o n  t r a i n i n g ,  and d i s c r i m i n a t i o n  t r a i n i n g .  I n  
a d d i t i o n ,  t h e r e  i s  an emphasis on c o o r d i n a t i n g  t h e  p rev ious  
t echn iques  t o  produce a  cohesive  t r a i n i n g  s e s s i o n .  Th i s  
p a r t i c u l a r  t r a i n i n g  module was s e l e c t e d  as t h e  t a r g e t  module 
because of i t s  focus  on t each ing  behavior  m o d i f i c a t i o n  s k i l l s  
u t i l i z e d  i n  v o c a t i o n a l  r e h a b i l i t a t i o n  s e t t i n g s .  a long  w i t h  
t h e  knowledge p o r t i o n  of t h e  cou r se ,  r o l e  p l a y i n g  w i t h  
i n s t r u c t o r  feedback and p r a c t i c a l  t r a i n i n g  w i t h  i n s t r u c t o r  
feedback ( w r i t t e n  and v e r b a l )  were i nco rpo ra t ed  a s  p a r t  of  
t h e  t r a i n i n g  package. 
CHAPTER 111 
RESULTS 
R e l i a b i l i t y  
R e l i a b i l i t y  measures  on  s u b j e c t  s k i l l  per formance  
ranged  from 7 4 %  t o  9 5 % ,  w i t h  a mean of 8 7 % .  I n  p a r t  due t o  
t h e  v i d e o t a p i n g  o f  s e s s i o n s  f o r  r e c o r d i n g  p u r p o s e s ,  r a t h e r  
t h a n  o n - s i t e  r e c o r d i n g ,  i n t e r o b s e r v e r  r e l i a b i l i t y  was h i g h .  
T r a i n e r  P r e p a r a t i o n  
F i g u r e  1 shows t h e  mean p e r c e n t  c o r r e c t  t r a i n e r  p r e p a r a -  
t i o n  r e s p o n s e s  f o r  t h e  t h r e e  g roups .  The r e s u l t s  were  
v a r i a b l e .  Those few s u b j e c t s  t h a t  i n c r e a s e d  t r a i n e r  p r e p a r a -  
t i o n  r e s p o n s e s  d i d  n o t  m a i n t a i n  t h o s e  i n c r e a s e s  o v e r  t i m e .  
A s  t h i s  c a t e g o r y  of  t r a i n e r  r e s p o n s e s  was n o t  a d d r e s s e d  i n  
t h e  c lass room or  t h e  t r a i n i n g  manual and g i v e n  c u r s o r y  
a t t e n t i o n  i n  t h e  i n s t r u c t i o n a l  supp lement ,  i t  e l i m i n a t e s  
t h e  q u e s t i o n  o f  i n c r e a s e s  i n  b e h a v i o r  due  t o  a t t e n t i o n .  
The s t r u c t u r e  o f  t h e  v i d e o t a p e d  e v a l u a t i o n  s e s s i o n s  p r e -  
v e n t e d  t h e  o c c u r r e n c e  o f  f o u r  o u t  o f  f i v e  t r a i n e r  p r e p a r a t i o n  
r e s p o n s e s ,  a s  s p e c i f i e d  on t h e  c h e c k l i s t  r a t i n g  s c a l e .  
Because of t h i s ,  t h e  s e x e c t i o n  o f  a p p r o p r i a t e  r e i n f o r c e r s  
was t h e  o n l y  component r e s p o n s e  s c o r e d  w i t h i n  t h i s  s k i l l  
a r e a .  Thus,  p o s s i b l e  l e v e l s  o f  r e spond ing  were 0% and 100%.  
Group 1. The b a s e l i n e  r a t e  f o r  a l l  g roup  1 s u b j e c t s  
was 0 % .  The mean p e r c e n t  c o r r e c t  r e s p o n d i n g  f o r  two s u b j e c t s  
remained a t  0 %  f o r  b o t h  p o s t - i n t e r v e n t i o n  measures .  Three  
s u b j e c t s  c o r r e c t  r e s p o n s e s  i n c r e a s e d  t o  100% a t  t h e  f i r s t  
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a t  t h e  second p o s t - i n t e r v e n t i o n  measure ,  A l l  s u b j e c t s  
t r a i n e r  p r e p a r a t i o n  r e s p o n s e s  were 0% a t  t h e  second  p o s t -  
i n t e r v e n t i o n  measure.  
Group 2 .  S u b j e c t  6 responded a t  0% a c r o s s  a l l  condi-  
t i o n s .  S u b j e c t  7 responded a t  100% f o r  t h e  f i r s t  two con- 
d i t i o n s  and 0% a t  t h e  second p o s t - i n t e r v e n t i o n  measure .  
Group 3.  R e s u l t s  w e r e  mixed w i t h i n  t h e  c o n t r o l  group.  
L e v e l s  o f  r e spond ing  f o r  t h e  f i r s t  measure were 0% f o r  
t h r e e  subjects and 100% f o r  t h e  remain ing  s u b j e c t .  The 
s u b j e c t  t h a t  responded a t  100% f o r  t h e  f i r s t  measure sub- 
s e q u e n t l y  d e c r e a s e d  t o  0 %  f o r  t h e  second and t h i r d  measures .  
Two s u b j e c t s  i n c r e a s e d  t h e  p e r c e n t  o f  c o r r e c t  r e spond ing  t o  
100% a t  t h e  second measure.  A l l  s u b j e c t s  l e v e l  o f  c o r r e c t  
r e s p o n d i n g  was 0% a t  t h e  t h i r d  measure .  
Ga in ing  A t t e n t i o n  and Cueing 
F i g u r e  2 shows t h e  mean p e r c e n t  c o r r e c t  g a i n i n g  a t t e n -  
t i o n  and c u e i n g  r e s p o n s e s  f o r  t h e  t h r e e  s u b j e c t  g r o u p s .  A 1 1  
s u b j e c t s  mean c o r r e c t  r e s p o n d i n g  i n c r e a s e d  a c r o s s  t h e  t h r e e  
c o n d i t i o n s ,  a l t h o u g h  t h e  g a i n s  made by s u b j e c t s  i n  g roup  1 
were s e e n  a t  t h e  second pos t - i n t e r v e n t i o n  measure.  
Group It The mean p e r c e n t  c o r r e c t  r e s p o n d i n g  f o r  
g roup  1 ranged from 0% t o  50% f o r  the b a s e l i n e  measure.  The 
f i r s t  p o s t - i n t e r v e n t i o n  measure ranged from 2 5 %  t o  5 0 %  w i t h  
t h e  second  p o s t - i n t e r v e n t i o n  measure a t  75% f o r  a l l  s u b j e c t s .  
A l l  s u b j e c t s  Level  o f  c o r r e c t  r e spond ing  i n c r e a s e d  from 
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F i g u r e  2 ,  P e r c e n t  c o r r e c t  ?raining a t t e n t i o n  and 
c u e i n g  r e s p o n s e s ,  p r e -  and p o s t - t r a i n i n g .  
b a s e l i n e  t o  t h e  second p o s t - i n t e r v e n t i o n  measure. 
Group 2 .  There w a s  an i n c r e a s e  i n  responding from 
b a s e l i n e  t o  t r e a t m e n t  cond i t i ons  f o r  S u b j e c t  6 .  S u b j e c t  7 
responded a t  25% f o r  t h e  f i r s t  b a s e l i n e  measure,  w i th  a 
dec rease  t o  2 0 %  a t  t h e  second b a s e l i n e  measure,  and an 
i n c r e a s e  t o  50% a t  t h e  p o s t - i n t e r v e n t i o n  measure. 
Group 3.  The mean pe rcen t  c o r r e c t  responses  f o r  t h e  
f i r s t  measure ranged from 0 %  t o  SO%, wi th  S u b j e c t  8 respond- 
i n g  a t  SO%, Sub jec t  9 responding a t  25% and S u b j e c t s  1 0  and 
11 responding a t  0 % .  Cor rec t  responding f o r  measure two 
ranged from 25% t o  3 3 % ,  with  Sub jec t  8 showing a dec rease  
i n  responding a t  25% and S u b j e c t s  9 and 10 responding a t  
t h e  same l e v e l .  Sub jec t  11 i n c r e a s e d  from 0 %  t o  33%.  A l l  
s u b j e c t s  i nc reased  t h e i r  l e v e l  of responding a t  measure 
t h r e e .  
Prompting 
I t  should  be  noted t h a t  o p p o r t u n i t i e s  f o r  prompting 
responses  v a r i e d  a c r o s s  t h e  c l i e n t s  which were used f o r  t h e  
v ideo tap ing  of t r a i n e r s ,  I n  many i n s t a n c e s ,  t r a i n e r s  could 
n o t  be eva lua t ed  i n  one o r  more cond i t i ons  because of a 
l a c k  of  o p p o r t u n i t i e s  t o  emi t  a  t r a i n e r  response .  Due t o  
t h i s  problem, prompting responses  a r e  no t  p re sen ted  i n  
graph f o r m ,  No c l e a r c u t  t r e n d  was e v i d e n t .  
Group I.  No d a t a  were ob ta ined  f o r  S u b j e c t s  1, 2 ,  3 ,  
and 5 f o r  t h e  b a s e l i n e  measure, Sub jec t  4 performed 6 6 %  
c o r r e c t  t r a i n e r  responses .  Responding f o r  t h e  f i r s t  
p o s t - i n t e r v e n t i o n  measure ranged from 50% t o  100%, w i t h  
s u b j e c t  1 respond ing  a t  100% and S u b j e c t  3 r e s p o n d i n g  a t  6 6 % .  
S u b j e c t  4 d e c r e a s e d  from 66% t o  50% from b a s e l i n e  t o  t h e  
f i r s t  p o s t - i n t e r v e n t i o n  measure. Responding ranged  from 
6 6 %  t o  100% f o r  t h e  second p o s t - i n t e r v e n t i o n  measure ,  The 
p e r c e n t  o f  r e spond ing  f o r  S u b j e c t s  1, 2 ,  and 4 was 8 3 & ,  L O O % ,  
and 100%.  Sub jeet 3 remained a t  t h e  66% l e v e l .  No d a t a  w e r e  
o b t a i n e d  f o r  S u b j e c t  5 f o r  t h e  second p o s t - i n t e r v e n t i o n  
measure .  
Group 2 .  N o  d a t a  w e r e  o b t a i n e d  f o r  S u b j e c t  6 f o r  
prompt ing  r e s p o n s e s .  S u b j e c t  7 responded a t  L O O %  f o r  t h e  
f i r s t  b a s e l i n e  measure and d e c r e a s e d  t o  50% a t  t h e  second  
b a s e l i n e  measure and t h e  p o s t - i n t e r v e n t i o n  measure.  
Group 3. Mean p e r c e n t  c o r r e c t  prompt ing  r e s p o n s e s  f o r  
t h e  f i r s t  b a s e l i n e  measure ranged from 0% t o  5 0 % '  w i t h  
S u b j e c t s  8 and 9 respond ing  a t  50% and S u b j e c t s  10 and 11 
r e s p o n d i n g  a t  0 % .  A t  t h e  second b a s e l i n e  measure t h e r e  was 
an i n c r e a s e  i n  c o r r e c t  r e spond ing  f o r  S u b j e c t s  9 ,  1 0 ,  and 
11. Responding ranged from 50% t o  88%.  S u b j e c t  8 responded 
a t  t h e  50% l e v e l  a c r o s s  a l l  t h r e e  measures .  S u b j e c t  9 
i n c r e a s e d  from 50% t o  88% at t h e  second  b a s e l i n e  measure ,  
w i t h  s u b j e c t  10 a t  50% and S u b j e c t  11 at 83% c o r r e c t  t r a i n e r  
r e s p o n s e s .  The range  f o r  t h e  t h i r d  b a s e l i n e  measure was 
5 0 %  t o  1 0 0 % ,  w i t h  no d a t a  o b t a i n e d  f o r  S u b j e c t  10 ,  S u b j e c t  
9 showed a  d e c r e a s e  and S u b j e c t  11 i n c r e a s e d  t h e  l e v e l  o f  
c o r r e c t  r e spond ing  from t h e  second b a s e l i n e  measure t o  t h e  
t h i r d  b a s e l i n e  measure. 
Graduated Guidance 
F igure  3 shows t h e  mean pe rcen t  c o r r e c t  graduated 
guidance responses  f o r  t h e  t h r e e  exper imenta l  groups.  A l l  
s u b j e c t s  i n  group 1 inc reased  t h e i r  performance of gradu- 
a t e d  guidance s k i l l s  a f t e r  t r a i n i n g ,  Both s u b j e c t s  i n  
group 2 decreased  t h e i r  performance responses  a f t e r  t r a i n -  
i n g  and t h r e e  o u t  of fou r  c o n t r o l  group s u b j e c t s  decreased  
t h e i r  l e v e l  of responding a c r o s s  t i m e .  The remaining sub- 
j e c t  i n  group 3 showed an i n c r e a s i n g  t r e n d  over  t i m e .  
Group 1. A l l  s u b j e c t s  i n  group 1 responded a t  t h e  0 %  
c o r r e c t  l e v e l  f o r  t h e  b a s e l i n e  measure. Responding f o r  t h e  
f i r s t  p o s t - i n t e r v e n t i o n  measure ranged from 25% t o  75%.  ALL 
s u b j e c t s  showed an i n c r e a s e  i n  c o r r e c t  responding a c r o s s  
exper imenta l  c o n d i t i o n s .  Responding a t  t h e  second pos t -  
i n t e r v e n t i o n  measure ranged from 50% t o  80%,  wi th  an in -  
c r e a s e  f o r  f o u r  o u t  of f i v e  s u b j e c t s  from t h e  f i r s t  pos t -  
i n t e r v e n t i o n  measure. 
Group 2 .  The d a t a  from group 2 were v a r i a b l e  a c r o s s  
a l l  t h r e e  c o n d i t i o n s ,  a l though a l l  s u b j e c t s  w e r e  c o n s i s t e n t  
i n  t h e  t r e n d s  shown. There was an i n c r e a s e  from t h e  f i r s t  
t o  t h e  second p r e - i n t e r v e n t i o n  measure, w i th  a r e s u l t i n g  
dec rease  i n  t h e  p o s t - i n t e r v e n t i o n  measure. 
Group 3.  The r e s u l t s  f o r  t h e  c o n t r o l  group were v a r i -  
able. The range f o r  t h e  f i r s t  b a s e l i n e  measure was 0 %  t o  1 0 0 % .  
The second b a s e l i n e  measure ranged from 2 5 %  t o  7 5 % .  TWO of  
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t h e  f o u r  s u b j e c t s  i nc reased  i n  t h e  p e r c e n t  occur rence  of t h e  
t a r g e t e d  behaviors  over  t h e  f i r s t  b a s e l i n e  measure, w i t h  t h e  
remaining two s u b j e c t s  pe rcen t  of responding showing a de- 
c r e a s e  from t h e  f i r s t  t o  t h e  second b a s e l i n e  measure. The 
p e r c e n t  of responding i n  t h e  t h i r d  b a s e l i n e  measure ranged 
from 2 0 %  t o  808. The ma jo r i t y  of  s u b j e c t s  showed a  f u r t h e r  
i n c r e a s e  o r  decrease  i n  t h i s  c o n d i t i o n ,  r e l a t i v e  t o  t h e  
second b a s e l i n e  measure. 
Consumer S a t i s  f a c t i o n  
A s imple  q u e s t i o n n a i r e  was adminis te red  t o  a l l  of  t h e  
s u b j e c t s  du r ing  t h e  f i n a l  c l a s s  s e s s i o n ,  t o  a s s e s s  consumer 
satisfaction. R majo r i t y  of t h e  exper imenta l  s u b j e c t s  
i n d i c a t e d  t h a t  t h e  Teaching New Behaviors cou r se  was 
d i r e c t l y  a p p l i c a b l e  t o  t h e i r  work s e t t i n g .  A l l  of t h e  sub- 
j e c t s  i n  group 1 i n d i c a t e d  t h a t  t hey  f e l t  t h e  t r a i n i n g  
a f f e c t e d  t h e i r  work performance a l though most s u b j e c t s  
w e r e  unable  t o  s p e c i f y  t h e  t ype  of impact .  The c o n t r o l  
group s u b j e c t s  i n d i c a t e d  t h a t  t h e  course  ( E x c e p t i o n a l i t i e s )  
was r e l e v a n t  t o  t h e i r  job b u t  d i d  n o t  a f f e c t  t h e i r  job 
performance.  One s u b j e c t  i n  group 2 f e l t  t h a t  t h e  course  
d i d  n o t  a f f e c t  job performance a l though it was r e l e v a n t ,  A 
second s u b j e c t  i n  group 2 i n d i c a t e d  t h a t  job performance was 
a f f e c t e d ,  a l though a minimal amount. The 11 s u b j e c t s  were 
s p l i t  i n  t h e i r  t h i n k i n g  on whether t h e  course  was what t hey  
expec ted  it t o  be .  
I n  examining i n d i v i d u a l  s u b j e c t s  d a t a  and i n  comparison 
t o  bo th  exper ience  i n  t h e  f i e l d  and e d u c a t i o n a l  l e v e l ,  a  
t r e n d  becomes obvious.  Those i n d i v i d u a l s  having less edu- 
c a t i o n a l  t r a i n i n g  and/or exper ience  i n  t h e  f i e l d  c o n s i s t e n t l y  
performed l e s s  c o r r e c t  t r a i n e r  behav io r s  t han  o t h e r s  having 
more expe r i ence  o r  educa t ion ,  even subsequent  t o  t h e  course  
complet ion.  This  e f f e c t  was c o n s i s t e n t  a c r o s s  exper imenta l  
c o n d i t i o n s  and w i t h i n  t h e  t h r e e  s u b j e c t  qroups ( s e e  Table  1) .  

CHAPTER I V  
DISCUSSION 
  he r e s u l t s  o f  t h i s  s tudy  i n d i c a t e  t h a t  t h e  Teaching 
N e w  ~ e h a v i o r  t r a i n i n g  module w i t h  t h e  i n s t r u c t o r  p l u s  
checkout d e l i v e r y  system was e f f e c t i v e  f o r  most s u b j e c t s  
i n  t each ing  Gaining A t t e n t i o n  and Cueing and Graduated 
Guidance behaviors .  Although a l l  t h r e e  groups i n c r e a s e d  i n  
t h e  performance o f  Gaining A t t e n t i o n  and Cueing behaviors  
a c r o s s  t h e  t h r e e  measures,  t h e  most ga ins  were made by t h e  
two exper imenta l  groups.  I t  is unc lea r  whether t h e  t r a i n i n g  
produced t h e  i n c r e a s e  i n  group 1, a s  t h e  g a i n s  were made a t  
t h e  second p o s t - i n t e r v e n t i o n  measure. Due t o  a problem i n  
o b t a i n i n g  p r e - i n t e r v e n t i o n  d a t a  on Prompting behav io r s ,  it 
is unc lea r  whether t h e  t r a i n i n g  program inc reased  t h e  per-  
formance of t h e s e  behaviors .  
The e f f e c t  of educa t ion  and/or exper ience  on t h e  subse- 
quen t  performance of  t r a i n e r  behaviors  war ran t s  f u r t h e r  
i n v e s t i g a t i o n .  Research i n t o  t h i s  e f f e c t  might involve  
packaging t h e  t r a i n i n g  program t o  a l low f o r  t h e  r e p e t i t i o n  
of  concepts  and techniques  through a multi-media approach,  
t o  enhance t h e  performance of i n d i v i d u a l s  w i th  l e s s  
expe r i ence  and/or educa t ion ,  Along wi th  w r i t t e n  m a t e r i a l s  
and l e c t u r e ,  hand-outs exp la in ing  concepts  i n  s imple  terms 
t o  be i n t e g r a t e d  i n t o  t he  work s e t t i n g ,  p l u s  diagrams and 
audio- tapes  r e i t e r a t i n g  t h e  same concepts ,  t h e  r e t e n t i o n  
r a t e  and g e n e r a l i z a t i o n  t o  t h e  work s e t t i n g  could be  enhanced. 
Another t r a i n i n g  s t r a t e g y  might involve  a  s e p a r a t i o n  
o f  each  a s p e c t  of t h e  multi-media approach over  a  pe r iod  of  
t i m e .  Th is  technique would a l low s t u d e n t s  t o  d i g e s t  sma l l  
b i t s  of compounding informat ion over  t i m e ,  r a t h e r  t han  
a t t e m p t i n g  t o  i nco rpo ra t e  many concepts  s imul taneous ly .  For 
example, t h e  i n i t i a l  p r e s e n t a t i o n ,  pos s ib ly  a  l e c t u r e  by 
t h e  i n s t r u c t o r ,  could be  followed one week l a t e r  by an audio  
t a p e  s e s s i o n ,  then  a  series a£ hand-outs designed t o  be 
i n c o r p o r a t e d  i n t o  t h e  work s e t t i n g .  I t  is proposed t h a t  
t h i s  format would a l low those  less f a m i l i a r  w i th  t h e  tech-  
n iques  t o  r e t a i n  more of t h e  informat ion f o r  longer  p e r i o d s  
of t ime .  
An i n c r e a s i n g l y  common method of e v a l u a t i n g  t h e  per-  
formance of  t r a i n e r  s k i l l s  i s  e v a l u a t i n g  t h e  performance of 
t h e  t r a i n e e .  P e e r s ,  p a r e n t s ,  and s i b l i n g s  have comprised 
the popula t ion  of t r a i n e r s  i n  r e c e n t  s t u d i e s  (Schreibman 
e t  a l . ,  1983) .  The intended b e n e f i t  of p r a c t i c a l  t r a i n i n g  
programs i s  t o  produce long t e r m  change i n  t h e  environment.  
I n  many i n s t a n c e s ,  t hose  s u b j e c t s  t h a t  i nc reased  t h e  
performance of t r a i n e r  behaviors  i n  t h e  f i r s t  pos t -  
i n t e r v e n t i o n  phase,  f a i l e d  t o  main ta in  t h e  same l e v e l  of 
s k i l l  i n  t h e  second pos t - in t e rven t ion  phase,  An examination 
of maintenance and g e n e r a l i z a t i o n  e f f e c t s  u s ing  t r a i n e e  be- 
h a v i o r s  a s  t h e  da t a  base  would be a  t i m e - e f f i c i e n t  method 
of e v a l u a t i o n .  
A problem inhe ren t  i n  t h e  e v a l u a t i o n  method u t i l i z e d  t o  
a s s e s s  t r a i n e r  behaviors  was t h e  s e l e c t i o n  of  t a s k s  analyzed 
w i t h i n  t h e  v ideo tap ing  s e s s i o n s  and t h e  s e l e c t i o n  of c l i e n t s  
t r a i n e d  w i t h i n  each s e s s i o n .  The exper imenter  al lowed each 
s u b j e c t  t o  s e l e c t  a  c l i e n t  f o r  t r a i n i n g / v i d e o t a p i n g  pur- 
poses ,  based on t h e  demonstra t ion of p r e r e q u i s i t e  behav io r s  
f o r  one of fou r  t a s k s .  I n  some c a s e s ,  t h e  s u b j e c t s  f a i l e d  
t o  a c c u r a t e l y  a s s e s s  t h e  s k i l l  l e v e l s  of t h e  c l i e n t s .  Th i s  
became e v i d e n t  when viewing t h e  v ideo tapes  of t h e  t r a i n i n g  
s e s s i o n s .  Some t r a i n e e s  r equ i r ed  very l i t t l e  a s s i s t a n c e  t o  
complete t h e  s e l e c t e d  t a s k ,  t h u s  t h e s e  t r a i n i n g  s e s s i o n s  
produced few o p p o r t u n i t i e s  t o  prompt o r  use  graduated guid- 
ance t echn iques .  Because of t h i s  p rocedura l  problem, it 
was no t  p o s s i b l e  t o  e v a l u a t e  prompting behaviors  f o r  many 
s u b j e c t s  and graduated guidance behaviors  f o r  a few s u b j e c t s .  
The c h e c k l i s t  r a t i n g  s c a l e  was s e l e c t e d  t o  a s s e s s  
t r a i n e r  behaviors  because of i t s  e a s e  of a d m i n i s t r a t i o n  
wh i l e  main ta in ing  a  high degree  of r e l i a b i l i t y  and s e n s i t i v -  
i t y .  This  s c a l e  does not  weight t h e  number of o p p o r t u n i t i e s  
to - respond .  When few o p p o r t u n i t i e s  t o  prompt were p r e s e n t e d ,  
a  c o r r e c t  o r  i n c o r r e c t  response may have g r o s s l y  i n f l a t e d  o r  
d e f l a t e d  t h e  s k i l l  performance sco re .  A g r e a t e r  v a r i e t y  of 
d i  f  f i c u l t  t a s k s  and/or a c l i e n t  popula t ion  comprised of 
r e l a t i v e l y  low func t ion ing  c l i e n t s  would minimize t h i s  
e f f e c t .  
A sy s t ema t i c  e v a l u a t i o n  of a multi-media approach,  t h e  
e f f e c t s  of t h e  o rde r  and t ime of p r e s e n t a t i o n  on 
g e n e r a l i z a t i o n  and maintenance e f f e c t s  may prove va luab le  
i n  de te rmin ing  a  c o s t - e f f e c t i v e  and t i m e - e f f i c i e n t  d e l i v e r y  
system f o r  f a c i l i t i e s  i n  a  wide geographica l  a r e a .  P r i o r  to 
t h e  i n v e s t i g a t i o n  of t h e  d e l i v e r y  system i t s e l f ,  t h e  pro- 
cedures  used w i t h i n  t h e  videotaped e v a l u a t i o n  s e s s i o n s  must 
be  c l e a r l y  d e l i n e a t e d  t o  produce a more a c c u r a t e  and 
in fo rma t ive  e v a l u a t i o n  of t h e  Teaching New Behaviors 
i n s t r u c t i o n a l  package. 
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APPENDIX A 
Task : Packaging B o l t s  
s p e c i f i c  Targe t  Behavior: When presen ted  w i t h  a t r a y  of  
t h r e e  vary ing  s i z e  b o l t s ,  tbe c l i e n t  p l a c e s  one of each s i z e  
i n  a bag,  on t h e  command, " , p u t  one o f  each i n  a 
bag,"  
General  I n s t r u c t i o n s :  
Format: Whole Task 
Feedback: Modeling w i l l  f i r s t  be used t o  demonstra te  
t h e  s t e p s  i n  t h e  t a s k  of packaging b o l t s .  Verbal  
prompts w i l l  b e  given i n  accordance with t h e  guidance 
h i e r a rchy  when app rop r i a t e .  Reinforcement f t a n g i b l e s  
and/or s o c i a l  p r a i s e )  w i l l  b e  d e l i v e r e d  when each  
t r i a l  i s  completed. 
Procedure:  The c l i e n t  w i l l  be  s e a t e d  a t  a t a b l e  w i t h  
a s o r t i n g  t r a y  of b o l t s  and 1 0  bags d i r e c t l y  i n  f r o n t  
of  him/her. T h e  s t a f f  member w i l l  be s e a t e d  nex t  t o  
t h e  c l i e n t .  T ra in ing  i s  complete when b o l t s  a r e  cor-  
r e c t l y  independent ly  packaged over  3 consecut ive  s e s s i o n s .  
Mater ia ls : :  30 b o l t s  ( l O / s i z e ) ,  s o r t i n g  t r a y ,  c h a i r ,  
10 bags.  
1. Gets one b o l t  pe r  s i z e  
from t r a y .  
CLIENT BEHAVIOR 
2 ,  Gets  bag.  
3.  P l aces  b o l t s  i n  bag. 
4 .  Closes  bag. 
STAFF BEHAVIOR 
5 ,  P l aces  bag i n  p i l e .  
1, Give command. Wave c l i e n t  
pick up one b o l t  from each 
compartment i n  t h e  s o r t i n g  t r a y  
and s e t  on t a b l e .  
2 .  Have c l i e n t  p ick  up one bag 
and open. 
3 .  Have c l i e n t  p ick  up b o l t s  
and p l ace  i n  bag. 
4, Have c l i e n t  p l a c e  the bag 
f l a t  on t h e  t a b l e  and fol low 
t h e  p l a s t i c  gu ide  a t  t h e  t o p  of 
t h e  bag with h i s / h e r  f i n g e r s  wh i l e  
p r e s s i n g  down. 
5 ,  Have c l i e n t  p l a c e  bag t o  the 
s i d e .  
Task: Thread Nuts and Bo l t s  
s p e c i f i c  Targe t  Behavior:  Given a nu t  and a  b o l t ,  t h e  
c l i e n t  t h r e a d s  t h e  nu t  on t h e  b o l t  when given t h e  command 
11 t h r e a d  t h e  nu t  on t h e  b o l t . "  
Genera l  I n s t r u c t i o n s :  
Format: Whole Task 
Feedback: Modeling w i l l  be f i r s t  used t o  demonstra te  
t h e  s t e p s  i n  t h read ing  a n u t  on a b o l t .  Verbal  prompts 
w i l l  be given a t  each s t e p  i n  accordance w i t h  t h e  
guidance h i e r a r c h y  when a p p r o p r i a t e ,  Reinforcement 
( t a n g i b l e s  and/or s o c i a l  p r a i s e )  w i l l  be d e l i v e r e d  a t  
t h e  completion of each b o l t  ( t r i a l ) .  
Procedure:  The c l i e n t  should be s e a t e d  a t  a  t a b l e  w i t h  
t h e  m a t e r i a l s  t o  t h e  s i d e  and i n  f r o n t  o f  t h e  t r a i n e r .  
A s e s s i o n  i s  composed of 10 t r i a l s  each.   raining i s  
complete when 1 0  b o l t s  a r e  assembled independent ly  f o r  
3 consecu t ive  s e s s i o n s .  
M a t e r i a l s :  10 n u t s ,  1 0  b o l t s ,  c h a i r  
CLIENT BEHAVIOR 1 STAFF BEHAVIOR 
I. P icks  up b o l t  wi th  non- 
p r e f e r r e d  hand. 
2 .  P i c k s  up nu t  w i t h  
p r e f e r r e d  hand. 
3. P l a c e s  n u t  on end of 
b o l t .  
4,  Threads nu t  a l l  of  
t h e  way t o  end of b o l t .  
5 ,  Pu t s  n u t  and b o l t  on 
t a b l e .  
1. Place  nu t  and b o l t  i n  f r o n t  
of t h e  c l i e n t  and g i v e  t h e  
command. Have c l i e n t  p ick  up 
b o l t  wi th  nonprefe r red  hand and 
hold t h e  head of t h e  b o l t ,  
2 .  Have c l i e n t  p ick  up n u t  
ho ld ing  o u t s i d e  edge wi th  
f i n g e r t i p s  of p r e f e r r e d  hand 
making s u r e  t h e  ho le  is  no t  
covered. 
3. Have c l i e n t  p l a c e  nu t  on 
end of b o l t  and t u r n  s l i g h t l y  
wi th  a  clockwise motion t o  
begin th read ing  process .  
4 .  Have c l i e n t  t h r ead  nu t  h a l f  
of t h e  way t o  t h e  end of t h e  
b o l t ,  p l ace  p r e f e r r e d  hand a t  
t o p  of b o l t  and t h r e a d  n u t  t h e  
r e s t  of t h e  way t o  t h e  head. 
5 .  Have c l i e n t  pu t  n u t  and 
b o l t  on t a b l e .  
Task:  Sweeping D i r t  I n t o  Dustpan 
s p e c i f i c  Ta rge t  Behavior:  On command, " sweep 
t h e  d i r t  i n t o  t h e  dus tpan , "  c l i e n t  complete ly  swept a  p i l e  
of d i r t  i n t o  t h e  dus tpan ,  
Genera l  I n s t r u c t i o n s :  
Format: Whole Task 
Feedback: The e n t i r e  t a s k  w i l l  be modeled i n i t i a l l y  by 
t h e  s t a f f  member. The guidance h i e r a r c h y  f o r  v e r b a l  
and p h y s i c a l  prompting w i l l  be  u t i l i z e d  when a p p r o p r i a t e .  
Reinforcement ( t a n g i b l e s  and/or s o c i a l  p r a i s e )  w i l l  be  
d e l i v e r e d  a f t e r  each t r i a l  i s  completed. 
Procedure:  Ten p i l e s  of d i r t  ( s c r a p s  of  paper )  w i l l  be  
p l aced  two f e e t  a p a r t .  The c l i e n t  w i l l  be  handed a  
broom and dus tpan  and g iven  t h e  command. T r a i n i n g  is 
complete when a l l  10 p i l e s  a r e  swept independen t ly  f o r  
t h r e e  consecu t ive  s e s s i o n s .  
M a t e r i a l s :  broom, dus tpan ,  s c r a p s  of pape r ,  was t e  
b a s k e t .  
1. P i c k s  up dus tpan .  
CLIENT BEHAVIOR 
2 .  Sweeps paper  i n t o  
d u s t p a n ,  
STAFF BEHAVIOR 
3 .  Empties dus tpan .  
I, Have c l i e n t  p i ck  up d u s t -  
pan w i t h  nonp re f e r r ed  hand and 
hold  broom w i t h  p r e f e r r e d  hand 
a t  s l i g h t l y  below w a i s t  l e v e l ,  
2. Have c l i e n t  u se  s h o r t  
s t r o k e s  sweep paper  i n t o  dus t -  
pan,  
3. Have c l i e n t  empty dus tpan  
i n t o  was tebaske t .  Ten t r i a l s  
per  s e s s i o n .  
Task:  Trimming N a i l s  
s p e c i f i c  T a r g e t  Behavior :  When g i v e n  t h e  command. " J 
t r i m  your  n a i l , "  c l i e n t  t r i m s  n a i l .  
G e n e r a l  I n s t r u c t i o n s :  
Format:  Whole Task 
Feedback: Modeling w i l l  b e  f i r s t  used  t o  d e m o n s t r a t e  
t h e  s t e p s  i n  t r imming a  n a i l .  Verba l  prompts w i l l  be 
g i v e n  a t  e a c h  s t e p  i n  accordance  w i t h  t h e  gu idance  
h i e r a r c h y  when a p p r o p r i a t e .  Reinforcement  ( t a n g i b l e s  
and/or  s o c i a l  p r a i s e )  w i l l  be  d e l i v e r e d  a t  t h e  com- 
p l e t i o n  o f  each  n a i l .  
P rocedure :  The c l i e n t  s h o u l d  be  s e a t e d  a t  a  t a b l e  
f a c i n g  t h e  s t a f f  member. T r a i n i n g  i s  comple te  when 10 
n a i l s  a r e  c l i p p e d  t o  c r i t e r i o n  i n d e p e n d e n t l y  f o r  t h r e e  
c o n s e c u t i v e  s e s s i o n s ,  
M a t e r i a l s  : n a i l  c l i p p e r s ,  c h a i r  
CLIENT BEHAVIOR 
1. G e t s  c l i p p e r s .  
2 ,  P u l l s  h a n d l e  on 
c l i p p e r s .  
3. Turns  h a n d l e  on 
c l i p p e r s .  
4, Grasps  c l i p p e r s  w i t h  
p i n c e r  g r a s p .  
5 .  P o s i t i o n s  c l i p p e r s  o n  
n a i l ,  
STAFF BEHAVIOR 
1. Give command, Have c l i e n t  
g e t  c l i p p e r s ,  
2 .  Have c l i e n t  g r a s p  c l i p p e r s  
( p i n c e r  g r a s p )  w i t h  p r e f e r r e d  
hand and l i f t  up on p o i n t e d  
hand le .  Other  hand h o l d s  
c l i p p e r s  s t e a d y .  
3. Have c l i e n t  c o n t i n u e  
h o l d i n g  h a n d l e  i n  p r e f e r r e d  
hand and t u r n  1 8 0  d e g r e e s .  
(Other  hand h o l d s  c l i p p e r s  
s t e a d y .  1 
4 .  Using p r e f e r r e d  hand ,  have 
c l i e n t  g r a s p  c l i p p e r s  w i t h  a  
p i n c e r  g r a s p  (thumb on t o p  o f  
h a n d l e  and bot tom of c l i p p e r s  
r e s t i n g  on t h e  f i n g e r t i p s  o r  
f i r s t  knuckle o f  t h e  i n d e x  
f i n g e r )  . 
5 .  Have c l i e n t  p o s i t i o n  c l i p p e r s  
on n a i l  o f  o p p o s i t e  hand.  
6 .  Cu t s  n a i l .  
CLIENT BEHAVIOR 
7 .  C lo se s  hand l e  on 
c l i p p e r s .  
STAFF BEHAVIOR 
6 .  Have c l i e n t  press down on 
hand le  and c u t  n a i l .  Have 
c l i e n t  c l i p  f i n g e r n a i l  i n  an 
a r c  u n t i l  t h e  edge of t h e  n a i l  
i s  smooth. Sequence may be  
r e p e a t e d  f o r  m u l t i p l e  t r i a l s .  
I 
7. Have c l i e n t  t u r n  hand l e  180 
d e g r e e s  and c l o s e  hand l e  on 
c l i p p e r s .  
8. Rep laces  c l i p p e r s .  8 .  Have c l i e n t  set c l i p p e r s  on 
t a b l e .  
A P P E N D I X  B 
4 2  
SKILL RATING FORM 
YES NO N A 
T r a i n e r  made t h e  f o l l o w i n g  p r e p a r a t i o n s  p r i o r  t o  t h e  
b e g i n n i n g  o f  t h e  s e s s i o n :  
1. B r i n g s  r e i n f o r c e r s  t o  s e s s i o n  
2 .  S e t s  up any equipment  
3 .  Removes a l l  e x t r a n e o u s  m a t e r i a l s  
4 .  P o s i t i o n s  t a b l e  and d a t a  s h e e t s  
p r o p e r l y  
- 
5. S e l e c t s  a  v a r i e t y  o f  r e i n f o r c e r s  
a p p r o p r i a t e  f o r  t h e  c l i e n t  
6 .  P r o p e r l y  p o s i t i o n s  c l i e n t  f o r  
maximal i n t e r a c t i o n :  
a .  p o s i t i o n e d  t o  minimize 
d i s t r a c t i o n s  
b .  p o s i t i o n e d  s o  d a t a  s h e e t s ,  
r e i n f o r c e r s ,  e tc . ,  a r e  o u t  
o f  r e a c h  
Ga in ing  A t t e n t i o n  and Cueing: 
1. P r e s e n t s  s p e c i f i e d  sD by: 
a .  P r e s e n t i n g  c l i e n t ' s  
n ame 
b .  p a u s i n g  u n t i l  c l i e n t  d i r e c t s  
a t t e n t i o n  toward task o r  
t r a i n e r  
c.  f o l l o w s  t h e  pause  by t h e  
s p e c i f i e d  command 
example : (Name, COMMAND) 
2 .  Uses c o n s i s t e n t  v e r b a l  commands 
as s p e c i f i e d  i n  t h e  program f o r  
f i r s t  t r i a l  and any l a t e r  t r i a l s  
when no r e s p o n s e  f o r  5 s e c .  
f o l l o w i n g  comple t ion  
3 .  Verba l  command is  c l e a r  and 
a u d i b l e .  
4 .  T r a i n e r  looks  a t  c l i e n t ' s  f a c e  
when d e l i v e r i n g  a  command 
YES NO N A 
5. I f  c l i e n t  does  n o t  respond w i t h i n  
5 s e c .  a f t e r  command i s  g iven ,  
t h e  t r a i n e r  must t h e n  r e p e a t  s t e p s  
1-5 above. 
Prompting H ie r a r chy :  
1. Prompts a r e  g i v e n  i n  c o r r e c t  
sequence  
2 .  Given abou t  5 sec. f o r  r e sponse  
from p r e v i o u s  prompt o r  command 
o r  1 sec. f o l l o w i n g  e r r o r  
3 .  A l l  prompts a r e  c l e a r / a u d i b l e /  
f irrn 
4, Verba l  prompt i s  o f  t h e  
a p p r o p r i a t e  volume and t o n e  
5, Prompt i s  minimal w i t h  only  
enough i n f o r m a t i o n  t o  e l i c i t  t h e  
c o r r e c t  r e sponse  
6 .  A l l  prompts a r e  r e l e v a n t  t o  t a s k  
Graduated  Guidance : 
1, Given by t r a i n e r  when a p p r o p r i a t e  
a .  C l i e n t  i s  n o t  r e s i s t i v e  
2 .  Guidance i s  d i r e c t e d  toward 
body p a r t  a t  which movement i s  
made 
3 ,  Guidance i s  less t h a n  a t  l a s t  
s u c c e s s f u l  t r i a l  
c o n s e q u a t i n g  Behav io r s :  
44 
YES NO NA 
1. ~ r a i n e r  looks  a t  c l i e n t  when 
d e l i v e r i n g  r e i n f  orcement  
2 .  P r a i s e  o r  r e i n f o r c e m e n t  i s  
d e l i v e r e d  w i t h i n  1 see. a f t e r  t h e  
t a r g e t  r e s p o n s e  is  made 
3 .  V e r b a l  r e i n f o r c e m e n t  o r  p r a i s e  
i s  s p e c i f i c  t o  t a s k  
4 .  I f  e d i b l e s  o r  t a n g i b l e s  a r e  
u s e d ,  v e r b a l  r e i n f o r c e m e n t  is  
d e l i v e r e d  s i m u l t a n e o u s l y  
5.  T r a i n e r  w i t h h o l d s  re inforcement  
f o r  5 s e c .  when a n  i n c o r r e c t  
r e s p o n s e  i s  made 
6 .  T r a i n e r  w i t h h o l d s  r e i n f o r c e m e n t  
when an  i n c o m p a t i b l e  r e sponse  
i s  made 
7.  T r a i n e r  c o r r e c t l y  r e c o r d s  d a t a  
immedia te ly  a f t e r  each  t r i a l  i s  
comple ted  
P o s t - S e s s i o n :  
1. R e t u r n s  c l i e n t  t o  l o c a t i o n  
a p p r o p r i a t e  f o r  t h a t  t ime o f  day 
2 .  R e t u r n s  a l l  s e s s i o n  m a t e r i a l s  t o  
a p p r o p r i a t e  p l a c e  
P e r c e n t  C o r r e e t  Responses: # C o r r e c t  Responses /Tota l  # 
O p p o r t u n i t i e s  t o  Respond 
P e r c e n t  C o r r e c t  Responses : 
APPENDIX G 
OBSERVER HANDBOOK 
S c o r i n s  Procedure  : 
C h e c k l i s t  Ra t ing  S c a l e :  P l a c e  a  check i n  one of t h e  a p p r o p r i a t e  columns ( Y e s ,  No, H A ) .  
Mark the Yes column i f  t h e  t r a i n e r  behav io r  occu r red  when a p p r o p r i a t e  and a  check i n  
t h e  N o  coiumn i f  t h e  behav io r  d i d  n o t  occur  when it should  have ,  P l a c e  a  check i n  t h e  
NA column i f  t h a t  component s k i l l  was n o t  a p p l i c a b l e  t o  t h a t  p a r t i c u l a r  t r i a l .  
CATEGORY 
- 
COMPONENT SKILL 
- -- - 
QUESTIONS TO ASK YOURSELF 
T r a i n e r  P r e p a r a t i o n  1, Br ings  r e i n f o r c e r s  t o  
s e s s i o n  
2. Sets up any equipment 
necessary  f o r  t r a i n i n g  
s e s s i o n  
3 ,  Removes ex t raneous  
m a t e r i a l s  
4 .  P o s i t i o n s  t a b l e  and 
d a t a  s h e e t  p r o p e r l y  
5. Va r i e ty  of r e i n f o r c e r s  
--did s t a f f  member b r i n g  t o  s e s s i o n  
--were p e n c i l ,  b o l t s ,  e t c , ,  p l aced  
i n  f r o n t  of  s t a f f  member 
--was t a b l e  c l e a r e d  of pe r sona l  
pos ses s ions  and anything that d id  
n o t  r e l a t e  t o  t h e  program 
- - w a s  d a t a  s h e e t  p o s i t i o n e d  f o r  
e a s e  i n  r eco rd ing  
--was t a b l e  of  p roper  h e i g h t  and 
size for t a s k  and c l i e n t  
--was r e i n f o r c e r  a p p r o p r i a t e  f o r  
c l i e n t  
--were a v a r i e t y  of r e i n f o r c e r s  
u t i l i z e d  ( v a r i e t y  = one r e i n f o r c e r  
used less t h a n  50% of t h e  t o t a l  
number of r e i n f o r c e r s  g iven)  
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CATEGORY COMPONENT S K I L L  Q U E S T I O N S  T O  ASK Y O U R S E L F  
3.  Verbal  command was 
c l e a r  and a u d i b l e  
4 .  T r a i n e r  looked a t  
c l i e n t q  s f a c e  
5 .  No c l i e n t  response  f o r  
approximately  5 s ec .  
(depending upon t h e  
program) 
Prompting Hiera rchy  1. Prompts i n  c o r r e c t  
sequence 
2 .  5 see. f o r  response  or  
1 s e c .  fo l lowing  e r r o r  
( acco rd ing  t o  t a s k  as 
modeled by t r a i n e r )  
3 .  Prompts c l e a r / a u d i b l e /  
f i r m  
- -was  vo i ce  volume s u f f i c i e n t  far 
c l i e n t  and o b s e r v e r  t o  h e a r  
--was v e r b a l  command e a s y  t o  under- 
s t a n d  
--did t r a i n e r  look a t  c l i e n t ' s  f a c e  
when d e l i v e r i n g  command 
--did t r a i n e r  r e p e a t  s t e p s  1-5 i f  
no response  was made f o r  5 sec, 
a f t e r  t h e  command was g iven  
--were v e r b a l  prompts used b e f o r e  
g e s t u r a l  prompts 
- - w e r e  g e s t u r a l  prompts used b e f o r e  
p h y s i c a l  prompts 
--was 5 s e c .  g iven  f o r  a response  t o  
occur  b e f o r e  a more i n t r u s i v e  
prompt was g iven  
--was a prompt g iven  w i t h i n  1 s e c .  
fo l lowing  e r r o r  
- - i f  no prompts were g iven  when 
prompts should have,  # 2  i s  marked 
No o r  minus and #I, 3 ,  4 ,  5 ,  and 
6 a r e  marked N/A 
- - w e r e  prompts ea sy  t o  unders tand 
- - w e r e  v e r b a l  prompts of s u f f i c i e n t  
volume f o r  c l i e n t  and obse rve r  t o  
h e a r  
a, cu 
cr ce 
fd m i  
.d .rl U 
k krd 
Pc a k  
0  O a J  
k c r  
C4 ar: 
a c a-rl 
a o r d  
m rn m 4  
C, crU & m a \  
E C E k  
0-4 0  
k G k C  
a.4 a-rl 
m a 
r( k r l  !-I @@ace 
a Q 
k k k k  
a , o a , o  3 w  34-1 
k 
0 
.c a 
b a, 
5 # 
0 m 
c 
a a, 
$1 
hat 
rl rl 
c a 
0 E 
0 
Csc U 
a 
4 0 
a, 4 
k 
r: 
4 0 
2; 
0  m 
; 6 
0 X 
a w  m  
-4 G rd 
a .rl c, 
I 
In 
O 
.G 
+'a 
a, 
hc, 
rE m  
id 
0 a, 
+J 
ar a, 
arc 
3 a 
2 8 
r= U 
-rl 
0  
cr U 
a 
i? 
k  m 
a m  
m  
-t at 
a U 
A a, 
k  G V  
e, m  
3 m rd 
a ce 
Q k  
-4 O k 
T p 3 0  
.a 
a, 
: 4 
a 3 
at d W  
k - d  m 
rn 
a , 4  a, 
U rd U 
d .rl 0 
m k  l 
ace m  
-d 
5 a t n  
D f >  rd 
5 
w vl 
a m c l  
0 c 
c r U @  
C U-rt 
7 3 4  
0  rn U 
2 d  at 
U d 
m a s ,  
C a) 
cr G 
fi U 
m  -Q .t+ $2 1 9 
-I a o  
m O - Q  
-2 ;a 
UJ aG 3 a a  
k 
(13 
ct 
'4.4 
m 3.c 
rl 
a -4 
a, d . a  k o a  
a, .rl a, 
3 Q k  
"4 a, 
44 a, 
~1 aa 
' d E r d  
0 E 
a U  
s: cr 
d b'c 
G a, 
L.4 E 
a, 3 
a o u  
d d  k 
E d  0 
0 w 
t 3 Y - E  Z= 
C .fi 
-4 Q.h 
@ U k  
a a, 
U1 ol 
vl a  
-4 d 3 
I 
G i n b  
0 a 4  
3 a 
a E 
a 4  0 
X C U  
-4 a, 
4-4 E x  
6) U1 
m u m  
a  k Q  
3r 0 
a,w k 
c 0 
in-d C, 
!4 a , W  
a k a  ..,q 01 1: 
Gct m x  
CATEGORY COMPONENT SKILL QUESTIONS TO ASK YOURSELF 
Post-Sess ion 
4 .  E d i b l e s  o r  t a n g i b l e s  --were e d i b l e s  o r  t a n g i b l e s  
p a i r e d  w i t h  s o c i a l  p r a i s e  d e l i v e r e d  s imu l t aneous ly  w i t h  
v e r b a l  p r a i s e  
5. T r a i n e r  w i thho lds  r e i n -  --was a l l  re in forcement  w i t h h e l d  
forcement when an in -  f o r  5 s e c .  when an i n c o r r e c t  
c o r r e c t  response  i s  made response  was made 
( a s  modeled by t r a i n e r )  --an i n c o r r e c t  response  i s  a 
response  n o t  modeled by t h e  t r a i n e r  
i n  complet ing t he  t a r g e t  response  
6 .  T r a i n e r  w i thho lds  r e i n -  --was a l l  re inforcement  w i thhe ld  fo r  
forcement when an  5 s e e .  when an incompat ib le  
incompat ib le  response  is  response  was made 
made --an incompat ib le  response  i s  de- 
f i n e d  a s  any response  i n t e r f e r i n g  
w i t h  complet ion of  t h e  task a t  
hand 
7 .  T r a i n e r  r eco rds  d a t a  --did t r a i n e r  r eco rd  immediately 
immediately a f t e r  each a f t e r  each t r i a l  was completed and 
t r i a l  i s  completed n o t  b e f o r e  o r  d u r i n g  t h e  completion 
s f  t h e  t a r g e t  response  
1. Returns c l i e n t  t o  loca-  - -was  c l i e n t  r e t u r n e d  a f t e r  s e s s i o n  
t i o n  a p p r o p r i a t e  f o r  was completed. 
t h a t  t ime of day --was c l i e n t  r e t u r n e d  t o  s i t e  
a p p r o p r i a t e  for t h a t  t i m e  of day 
2 ,  Returns s e s s i o n  
m a t e r i a l s  
--were s e s s i o n  m a t e r i a l s  r e t u r n e d  t o  
a p p r o p r i a t e  i n d i v i d u a l  o r  p l a c e  
APPENDIX D 
REHABILITATION ASSOCIATE T R A I N I N G  
FOR EMPLOYED STAFF 
CURRICULUM OUTLINE 
CLUSTER: Behavior Management BT-2 
Module : ~eaching New Behavior 
BT-1 Increasing Existing Behavior 
--- --I----------- ---- - - ---------------- 
cn 
(U BT-3 Maintaining ........................ ~ehavior ii 
BT-4 Reducing and Eliminating Behavior 
---------------- --------------- ---------11 
BT-5 Motivational Systems 
....................... -----------------I-- 
BT-6 Tarqetinqrchartinq Behavior 
------------ ---- ------- ---------------I- 
............................................ 
Descriptors: Behavior modification, chaining, 
differentiation, discrimination training, discrimina- 
tive stimulus, fading, generalization, programmed 
instruction, shaping, successive approximations, 
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Overview: 
The module on teaching new behavior will acquaint staff 
with several procedures for teaching clients behaviors 
which they are not presently exhibiting. Staff will 
learn to use shaping, chaining, and fading techniques; 
as well as to teach using programmed instruction. 
These procedures can be applied to teaching skills in 
various areas: independent living, vocational, pre- 
academic, socialization, language, etc. This module 
will present examples of using these procedures to 
teach such behaviors. Staff will also be instructed on 
techniques to use to assure that a newly acquired be- 
havior will be performed in various settings (general- 
ization), or will only be performed in the specific 
setting in which it is desirable (discrimination). 
Individuals completing the module will write and 
implement programs, using the techniques they have been 
taught, for clients with whom they work. 
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Objectives 
The s t u d e n t  should: 
1. Define and give examples relevant to his/her setting of 
three of the following five terms, including when they 
are generally used: 
a. response differentiation (p-9) 
b. shaping fp-12) 
c. successive approximations [p-12) 
d, imitative prompt fp-18,24,29) 
e. discriminative stimulus (sD) (p-18,24.25,29,40) 
5 ,  generalization (p-34) 
List and give examples of the two rules for the 
effective use of response differentiation. (p-91 
Be able to identify whether shaping and fading are 
being appropriately used. (p-12,271 
Given a situation, identify problems that might be 
encountered in implementing a shaping program. (p-225 
Given a client and an instructional objective, state 
the terminal goal and break the goal down into its 
component l i n k s .  (Include at l e a s t  five links), Write 
and implement a program, using shaping, prompting, and 
fading, which is designed to teach the chain, (all 
pages) {see instructional supplement) 
When watching someone per form a complex behavior, be 
able to: 
a. identify the reinforcing event that probably 
maintains the chain 
b. trace the development of the entire chain in terms 
of how each link serves a dual function (p-22) 
In a training situation, demonstrate the following 
procedures, combined with fa3ing: (all pages, see 
particular p-9,19,31) 
a, response differentiation 
b. shaping 
c, chaining 
In a training situation, use a matching-to-sample 
procedure to teach a client to discriminate his shoes 
from his sacks. (p-40) 
9. Demonstrate forward chaining and backward chaining. 
Explain when you might want to use each of the two 
procedures, and why. (p-22,23)  
1 0  Select responses that belong to the same response 
class. (p-8) 
11. In a training situation. demonstrate teaching a sorting 
task. Be sure to incorporate a correction procedure 
into your teaching process. {See instructional 
supplement) 
12. G i v e  an original example of, and demnstrate if 
possible, how stimuli that already control behavior in 
one situation can be introduced and stressed in a new 
environment. State the conditions under which 
generalization is most likely to occur, and why. Ip- 
3 4 )  
13. Demonstrate: 
a. a discrimination procedure [ p - 1 8 , 2 4 , 3 5 , 3 9 , 4 0 )  
b. a generalization procedure fp -34)  
14. List two advantages and two possible disadvantages of 
fading. (p-31) 
1 5 .  In a training situation, demonstrate combining s D i s  
with shaping. (p-18) 
6 Given a description of a training situation, identify 
whether or not a graduated guidance procedure is the 
appropriate procedure to use. If not, suggest an 
alternative approach. (p-19) 
Introduction 
Many times, clients do not have desired behaviors in their 
repertoires. Thus, staff must be competent in teaching 
clients behaviors which they do not exhibit. For example, it is generally desirable to teach the inattentive student 
or worker to attend to a task; one may also need to teach 
specific work tasks and social behaviors (e.g., sharing to a 
non-sharer), as well as many other complex motor, social, 
academic, and vocational skills. 
rt is not possible to simply reward such behaviors or prompt 
their occurrence, since the client has not learned how to 
perform the behavior. For example, it is not possible to 
reward a person's language if he has never said anything 
that resembles a comprehensible word. A student will not 
write numbers nor a beginning cook prepare a meal if such 
behavior or its parts are not within their repertoires. 
First, the behavior or its parts must be emitted; only then 
can it be rewarded or strengthened. 
This module will present a set of procedures designed to 
teach new behaviors, Remember, these techniques are not 
meant to increase or decrease the occurrence of a behavior, 
but simply to teach a client a behavior he cannot presently 
perform, 
Before attempting to teach a new behavior, it is important 
to decide exactly what it is you want to teach, This is 
called specifying behavioral dimensions. One must decide 
exactly what characteristics the new behavior skould have, 
The behavioral dimensions of any response or behavior are 
those characteristics by which the response can be described 
and measured. For examble: 
How often does the behavior occur? (Frequency) 
Now forceful, strong, or intense is the behavior? 
(Intensity) 
How long does it take to complete the behavior? 
(Duration) 
What does the behavior Look like? What shape or form 
is it? (Topography) 
It is not enough to say that a client should be able to 
hammer a nail, The behavioral dimensions of "hammering a 
nails must be specified, For example: 
"The client should be able to hanee 
he is instructed to do so for ten t 
with a firm enough stroke so that i 
board (intensity). The nail should 
no more than 85 O -90 from the hosi 
(topography) . He should accurately 
less than ten seconds (duration)." 
r a nai 
rials ( 
t penet 
be str 
zcrntal 
pound 
l each time 
frequency) , 
rates the 
aight varying 
board 
a nail in 
without this kind of specification of behavioral dimensions. 
some aspects of the behavior may be neglected and an 
adequate performance may never be reached. For instance, if 
you had not specified the frequency dimension, the accurate 
hammering of one nail could be given as proof that the new 
behavior had been learned. But it could be just as likely 
that the nail. was hammered simply by chance, and the 
behavior would not be repeated under the same conditions. 
Response class is defined as a grouping of all responses 
which have at least one characteristic in common, Since 
responses (or behaviors) have many characteristics, there 
are many different ways t h e y  can be formed into response 
classes, For example, responses with similar movements are 
classified into the same response class (e.g., knee jerks, 
eye blinks, turning responses, climbing responses). Another 
method of classificatian is according to the effect 
responses have on the environment; responses may be placed 
in the same response class if they have the same effect on 
the environment (e-g,, "doorbell-tinging responses", "house 
cleaning responses", "shopping behavior"). 
Response Differentiation 
There are many ways an individual learns new behaviors. 
Sometimes new behaviors are refinements of more gross 
behaviors that he already knows. For example, a worker who 
knows how to swing a hammer refines that behavior so that he 
is able to accurately pound a nail. A student's scribbling 
gradually becomes refined into recognizable letters and 
drawings. A beginner" awkward swing of a tennis racket or 
golf club becomes refined into a consistent placement of the 
ball in a designated area. The early attempts of the cook 
develop from a state of mess and confusion and burnt food to 
a well-prepared meal, In each of these examples, a set of 
gross responses gradually becomes refined until it reaches a 
specific criterion that is acceptable. 
For each of the terms described as acceptable criteria, it 
is possible to select a set of behavior dimensions. For 
example, "consistent placement of the ball" might be defined 
as: The  ball must land in a specified area & times out of - X 
t r i e s  when hit from a distance of X feet. It is from such 
specifications that the definition of response 
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differentiation comes: 
"The reinforcement of only those instances of behavior that fall within the limits and meet 
the restrictions and requirements set on behavioral 
dimensions is known as the procedure of response 
differentiation (Millenson, 1967, p.  163. '  Response differentiation occurs when one behavior of a response class 
is positively reinforced while other members are not 
reinforced. In this way. the reinforced response becomes 
differentiated and occurs more often than other behaviors in 
the response class that have not been reinforced. 
 he definition of response differentiation includes the 
means by which the response is refined: reinforcement. The 
technique is to reinforce the designated aspects of a 
behavior; and not to reinforce the other, non-relevant 
aspects, For example, accurate swings of a tennis ra~ket or 
golf c l u b  are reinforced by the ball being placed 
accurately; by approval from peers; and, eventually, by 
winning a game or tournament. The cook is reinforced by 
eating a tasty meal and/or receiving the approval of those 
who eat it. The process of reinforcing only one response 
and neglecting to reinforce other responses of that class is 
called-dif f erential reinforcement. ~ b r o u ~ h  t e process of 
differential reinforcement of one response in a response 
- - 
class, response differentiation takes place. 
When using response differentiation in teaching new 
behaviors to clients, the reinforcement may not come from 
such "natural" sources as peers, or the client's perception 
of the acceptable criteria. We, as trainers and teachers, 
must assure that appropriate and adequate reinforeement is 
given, In other words, we must program for reinforcement, 
and not assume that it will just "naturally" occur, 
Response differentiation will be achieved most effectively 
when reinforcement 
-is delivered as soon as possible following the 
emission of the desired behavior 
-is delivered as often as possible when the desired 
behavior occurs, 
In addition, it is extremely important that every attempt be 
made to withhold reinforcement from the non-relevant aspects 
of t h e  behavior. For example, if the response that we want 
to occur is placing screws in boxes, we must he careful that 
we do not reinforce the client for non-relevant aspects of 
the behavior, such as singing while working, or placing the 
screws with the heads all facing in the same direction 
(which is unnecessary, and would make the task take more 
time), 
Self-Test I 
1. Performances may vary along one or more behavioral 
dimensions. List three of them. 
2. The procedure of selectively reinforcing one response 
and neglecting to reinforce others is 
called reinforcement, 
3. Differential reinforcement of one response in a 
response class brings about the result 
of 
4 .  Sometimes response intensity needs to be specified. 
Give three examples of behaviars Ear which intensity 
would be important. Specify an intensity requirement 
for each. 
5 ,  Identify the type (s) of behavioral dimensions specified 
in each of the following: 
a. Speak on a topic of interest 
for ten minutes in complete sentences so that each 
member af your audience can hear you. 
b e  fork lifted to and entering 
mouth, 
c, turn door knob to the left and 
pull toward you. 
d , Sit in the group for the length 
of Ms. Lotus' presentation on child rearing in 
China. 
e .  Take one pill every f o u r  hours. 
Self-Test I - Key 
1. frequency, duration, intensity, topography 
2. differential 
3 .  response differentiation 
4. Any accurate answers accepted 
5 ,  a. intensity, duration, topography 
b , topography 
c. topography 
d ,  duration 
e. frequency 
Like response differentiation, shaping is used to form a 
behavior that does not exist in the individual's 
repertoire. The procedure for shaping a new behavior involves positive reinforcement of responses which may at 
first only faintly resemble the terminal (goal) behavior the 
instructor desires. Through a gradual process the responses 
which increasingly resemble the terminal goal behavior are 
successively conditioned until the terminal goal behavior is 
reached. The method of shapinq or successive approximation 
differs from response differentiation in one extremely 
important way, although both involve differential 
reinforcement. In response differentiation, the response to 
receive differential reinforcement already occurs, although 
not with a very high frequency. In shaping, the terminal 
response does not currently occur, and often may have never 
occurred. Thus, rather than selecting and reinforcing the 
behavior, or those aspects of the behavior, that is the 
desired goal (as in response differentiation), elements of a 
behavior which resemble the desired behavior (i .em, 
improvements) are reinforced. Shaping is a much broader 
task to undertake than response differentiation. A complex 
shaping procedure may include sewral instances of response 
differentiation which take place at various stages or 
levels. 
For example, suppose that one goal of a young man's IPP is 
that he should spend at least one-half hour each day on a 
climbing frame in order to further his physical 
devefopment. However, he is observed to spend almost no 
time on the frame during activity periods, Instructor 
attention is selected as the reinforcer. The instructors 
should first attend to the young man's nearness to the 
frame. As he comes closer, they will progress to attending 
only to his touching it, then to his climbing up a Little, 
and finally to extensive climbing. Technically, this 
procedure is reinforcement of successive approximations to 
climbing behavior, or shaping climbing behavior. The series 
of slisht ehanses that are reinforced are referred to, 2 J 
technically, as successive approximations. Shapinq is - a 
procedure in which successive approximations to a goal 
behavior are reinforced- 
"Shaping" refers more to the actions of the trainer, while 
the "method of successive approximation" emphasizes the 
logical progression of the procedure. 
Regardless of the type of relationship existing between the 
initial and intermediate behaviors and the terminal goal 
behavior, the instructor reinforcss certain behaviors 
because he/she believes they will increase the likelihood or 
probability that the terminal response will occur, In 
selecting the behaviors to be reinforced and the sequences 
of the procedure, the trainer must rely heavily on the 
skill, experience, and knowledge he or she possesses, 
various characteristics of responses are amena 
shaping. Two of the these characteristics are 
and intensity or force- Topography refers to 
characteristics of the behavior (i.e., what it looks 
like). A dance step has a different topography from 
swinging a golf club since the movements through space 
involved in each are vastly different, Shaping of response 
topographies was shown to be effective in inducing an 
autistic child to wear corrective glasses. 
Shaping an Autistic Child to  Wear Corrective Glasses 
with Positive Reinforcement 
Dickie was an autistic child.2 In the past few years, the word has gener- 
ally replaced an earlier term, "childhood schizophrenia." Regardless of what 
Dickie was called, it  was obvious his behavior was not appropriate. Dickie was 
prone to have temper t anhrns  and did not seem to care about either adults or 
children. He was not in the least responsive to others. 
At the time Dickie was Erst seen by the psychologist, in the hospital, he was 
only three and a half years old. There were techniques to deal with the temper 
tantrums and, likewise, procedures which could make him more "sociable." In 
time, these methods have been successful in bringing Dickie's behavior more in 
line with that of other children. 
There was one problem which was extremely critical and had to be solved 
with all possible speed. Cataracts were discovered in the lenses of both eyes when 
Dickie was nine months old. At about the age of two, he had a series of eye opera- 
tions which terminated in the removal of the lenses from both eyes. After these 
operations. one thing was certain. If Dickie \t as to see, he would have to wear spe- 
cial corrective glasses for the remainder of his life. For almost a year after Dicke's 
eyes bad healed, his parents endeavored to get him to wear the glasses. Try as 
they might, they could not coerce him to wear them more than a few seconds be- 
fore they were h o w  off as casuaUy as if they were a dime store toy. ~ ick ie ' s  
parents rnade the rounds of specialists, all of whom seemed to have a new diagno- 
sis for Dicke. None, however, were able to outline a constructive treatment which 
2. This section based on Wolf, M., Risley, T ,  and Mees, H Application of operant conditlonlng 
procedures to the behavior problems of an aut~stic chtld. Behauwur Research and  Therapy, 1964, 
1,3052312. 
Source: Shaping an Autistic Chrld to %ear Corrective 
Glasses with P o s i t i v e  Reinforcemenr, in Uhaley, 
D. L., & Halott, R. K. Elemen ta ry  Principles of 
Behavior, Y e w  York: Ap entury-Crof ts 
1971. pp. 86-89. 
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with 'is behavior problems. NO ~ u g g c s f i o ~ ~  were forthcoming wl,ic. 
succeeded in perstjading Dickie to wear hir 
By the time Diebe's Parents brought him to the hospital, the situation had 
reached Pro~ortions. At the age of three and a half, a child is developing 
H e  should be  learning about his environment and  how he may function 
a ~ p r o ~ n ' a t e h '  it. Any child, cven one who did not have Dickiess 
behaviors, would be  severely handicapped at this stage in his development With- 
out adequate vision. 
psychologists who took on Dickie's case decided to use positive rein- 
forcement and behavior shaping techniques. Before any eqerimenta] procedtlres 
were enacted, they observed Dickie's behavior with his glasses. ~~~t as his parents 
had said, Djckie kept them on for a few brief seconds before disposing of them. 
At best, the glasses were neutral to him. They did not make his Iife more mean- 
ingful. It  was thought he might even find the prescription glasses mildly aversive. 
There was some discomfort associated with the frames an  Dickie'S nose and m r s  
and the lenses themselves undoubtedly changed the way the world looked to 
him, which may have been initially unpleasant. In  order to avoid breakage of ex- 
pensive prescription glasses, the experimenters initially used frames without 
lenses. If the psychologists could shape the response of wearing these frames for 
long periods of time, the prescription glasses could be less unobtrusively switched 
in later. 
The  person actively involved with Dickie and his treatment was instructed 
to spend two or three 20-minute sessions each day with him in his room. The 
positive reinforcer consisted of small bites of candy or fruit which, in the begin- 
niirg, Dickie seemed to enjoy greatly. 
Initially, the frames were placed about the room and Dickie was reinforced 
in gradual sequences for approaching them, picking them up, holding them, and 
carrying them about. Later, movements of the frames toward his face were rein- 
forced. Slowly the frames were brought closer and closer to his eyes. 
Up to this point, the experimenters had achieved success in a remarkable 
fashion, but  trouble was on its way. Dickie refused to wear the glasses w ~ t h  the 
eye openings in the correct position. Often they were cocked to one side of fiis 
head with the earpieces below his ears rather than on top of them. Some diffi- 
c u ] ~  with the use of candy and fruit as reinforcers also developed. I t  a p p a r d ,  
after two week ,  &at these substances were no Ionger acting as egective 
rebforcers. Perhaps Djckie had become satiated with them during the long and 
nllmerous sessions. The was adjusted. Breakfast was withheld and 
bites of it were used as a positive reinforcer. In order to give him some help 
in poslRoning the glasses, larger ear frames were added to make placing them On 
hir ears a tart.  In addition, a =rouff bar war fined from one earpiece 
across his head to the oher earpiece. These madifrations helped to correct many 
of the errors of placement. 
the beginning of the fifth week, however, the frames were still not b e k g  
properly. M~~~ h e  was accordingly spent in the shaping procedure- In 
addihon, a secund bar was added to the back of the glass=, malong them like 
a up. 
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the end of tl'c fifth week there war still same dj(ficu]w Dickie 
lvaS not prngrcssing enough. It Was thc third ,esrjon that day' 
]lad Pcrfomcd ~ 0 5 r l y  in the first two sessions, had received few mjnforccmenb. 
and ' t*derstandab]~ hungry. m e n  the experimenter came to his room bear- 
jng ice cream, Dickie's face lit  up  perceptibly. He quickly picked u p  his 
and piaced them on his head. Progress was so fast during the first few minuter 
that the prescription glasses were substituted for the ]cnse]ess frames. Aftet 30 
minutes %'as wearing the glasses properly and looking out the lenses at 
t'arious toys perjodjcaI1~ displayed in hopes of maintaining his looking behavior. 
After this cnlcial session, progress was rapid. Soon he was wearing the glasses 
throughout mealtimes in his room: 
Once the behavior was reg111arIy maintained by powerful reinforcers, other 
reinforcers which were not so strong and did not rely on deprivation were em- 
~ployed. of ten an attendant approached Dickie with the suggestion, "Put on your 
glasses and we'll go for a walk" Dickie was quick to comply. Other kinds of fa- 
vors, treats, excursions, and outings were available to Dickie if he consented to 
wear his glasses. 
Shaping procedures were ultimately highly successful with Dickie. A t  the 
time he  was discharged from the hospit.al, he had worn the glasses for a total 
time of six hundred hours. On the average, h e  wore the glasses for 12 hours a 
day, which is more than reasonable for any child his age. 
The  importance of wearing glasses for Dickie's development is obvious. If his 
future were to hold even a wisp of promise, certainly he must have adequate eye- 
sight. TVhen Dickie was able to view the world much as other children view it,  the 
treatment of other problem behaviors was aided considerably. 
In  shaping behavior, it can be seen that one response is reinforced and then 
replaced by  another which is nearer in character to the terminal behavior the 
experimenter has in mind. Of course, there are many ways that one response can 
be  s a d  to differ from or resemble another. One important way which was dis- 
c:ussed pre.i~lously is the sequence of movements in each response and the rela- 
tionship of each movement to the space surrounding the organism.  he swing of a 
baseball bat differs from the swing of a golf club. A baseball swing takes place 
p ~ a d y  in a horizontal The  bat ~niiially moves in one direction only, for- 
wa& and then arcs to the left, or to the right ~f the batter is left-handed. A golf 
>wing is in a i . ~ h c a l  plane and goes from the tee. high above, and then 
pauses and  c]-ianges direction DliZcrences in rnovernent through space are 
as digerences in ~opography.  .A, slvimming stroke or behavior involves a \ a s d ~  
diEerent tapagiaphy from dancing or running track. The to?0graph~ of each 
these responses differs greatly from the ~ O P ~ S ~ P ~ Y  o f 2  vOcaI response. 
ln ~ i ~ k 5 ~ ~ ~  k e a h e n t ,  seyeral dlfierent topographies \%'ere reinforced. The 
topography approaching the glasses difered from that of picking ihem "P? 
which in klrn differed from that of placing the glasses on his head. The topog- 
iaphy of placing he giasres correctly on Dickie's head differed from the response 
topography of jncorrect although the difference of a lesser d* 
gree.  hi^ minimal dlgerence made the final shapmg difficult dnd for 
various new maneuvers from the ~\pen*"nters. 
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Generally, s'flaping or successive approxima(ion refers 10 syl;tcm;rticnlly rein. 
forcing different response topographies. Thcrc arc ways, Iio\vcvcr, in wltich rc- 
SPonses may differ olller than topography. Two responses may have exactly the 
same topography hut  may differ in other physical dimensions. Lei us inke the ex- 
ample of two young men at a carnival, both of whom are trying to impress their 
friends with reerningly boundless physical powers. The task a t  hand involves 
ringing a bell by hitting a platform with a large wooden mallet. If the bell is rung, 
the ringer is rewarded with a large panda bear, which he immediateIy, and \vith 
some ceremony, bestows on his lady of the hour. One young man picks up the 
mallet and approaches the platform. He  swings mightily hu t  the indicator does not 
rise to its terminus. The  bell does not ring. Rejected, he sulks away in failure. The  
second man  picks u p  the mallet and approaches the platform. H i s  swing is iden- 
tical in topography to that of his predecessor. He swings harder, however, and 
with more farce. U'hen the mallet hits the platform, the indicator rises sharply and 
rings the  bell. T h e  hero takes his prize and awards it, taking full privileges in the 
process. 
The swinging behaviors of the two young men did not differ in topography. 
There were, however, digerences in the force with which the two responses oe- 
curred. As usual, the hard swinger is a winner. 
Just as responses with different topographies can b e  shaped through the 
method of successive approximation, so can responses with the same topography 
be seleetivefy shaped to occur with greater force or intensity. 
Vocal behavior may also b e  analyzed in t e m s  of its topography or intensity. 
Sounds may topographicalEy differ from each other in the sylIables they contain, 
the porrlts of inflections, and various other qualitative characteristics of speech. 
Two ~ v o r d s  or sounds may have the same vocal topographies but  differ onIy in 
t e m s  of intensity. By and large, the logic and ~ r o c e d u r e  for shaping intensity 
does not d B e r  greatly from shaping across topographies. 
some instances, intensity considerations are primary in behavioral ~ r ~ b -  
]ems, and appropriate therapy involves increasing or decreasing the intensib 
dimension of a response. 
Responses may have identical topographies but differ in 
intensity or force. Intensity may be increased from a weak 
level to a higher magnitude through shaping. 
There is no reason why shaping cannot be used with groups of 
clients. Approximations can be set for a group, just as for 
an individual. Or, when all individuals in the group 
achieve approxi~ations of their respective assignments, a 
group-reinforcing activity can be delivered. However, one 
must be careful in assigning tasks to individuals because if 
one client is given too difficult a task, a11 others will be 
pnalized. For example, when each worker in a group at a 
~heltered workshop has worked to his/her individual 
criterion, the group is given a coffee break. 
There are several important points to remember in order to 
use shaping effectively: 
1. Keep the qoal in mind. As with the use a£ other 
behavioral procedures, the first step in shaping is 
to clearly specify the terminal behavior, along 
with the criteria for determining success. A clear 
and precise statement of the goal reduces the 
likelihood of strengthening irrelevant responses 
and increases the likelihood of reinforcing 
appropriate approximations. If the terminal goal 
is stated in vague terms, there is likely to be a 
failure to observe and reinforce same 
approximations to the desired behavior. 
2. Finding a startinq point, A starting point must be 
found, even though the initial behavior may bear 
little or no resemblence to the desired final 
performance. Here, observing the client in the 
natural setting becomes very important. (Through 
observation, you can identify one or more behaviors 
in which a client engages at a fairly frequent 
rate, and which may at least somewhat resemble the 
final goal behavior. The decision on a starting 
point must take into account practical 
considerations, including the similarity between 
the starting behaviors and the desired terminal 
behavior, 
Set up the series of steps. Perform a task 
analysis, and decide what steps you will teach. Be 
sure to sequence these steps in what you consider 
to be the proper order. The steps can always be 
changed, if you decide they are too small or too 
large, as you proceed with teaching the task. 
Carry out the shaping procedure 
carried out in a steplike progr 
continuum of behaviors that fa1 
starting point and the terminal 
down into a series of steps, or 
approximations. Some important 
considered: 
Shaping is 
ession, The 
1 between the 
goal are broken 
successive 
factors need to be 
- How large should each step be 
- How long should be spent at each step before 
preceeding to the next? 
- What should be done if the behavior begins to 
disintegrate? 
unfortunately, there are no easy answers to these 
questions. It is necessary to closely observe the 
behavior of the individual client or student, If 
the client is making consistent and satisfactory 
progress, the instructor can assume that the size 
of each step and the amount of practice at each 
level has been appropriately selected. If the 
progress begins to level off, falter, or 
deteriorate, the selection of steps should be 
reexamined. The situation should be arranged so 
that the client will be able to succeed much more 
often than he fails. For if one fails, no 
reinforcement will be given, and the behavior will 
begin to disintegrate,  isi integration of the 
behavior suggests the need for smaller steps and 
more practice, It is very possible that some later 
time the step size can be increased. 
Sometimes the reverse happens: the step sizes 
originally selected are too small or the client is 
required to remain at one particular level for too 
long a time. It becomes evident that steps might 
be too small when the client begins to become 
inattentive and show other signs of boredom, This 
problem can be put to the test. Steps can be 
enlarged and practiced on each level and reduced to 
determine if the student's performance begins to 
improve, If it does, then the altered conditions 
should obviously remain in effect. 
Occasionally, progress may seem to be going along 
smoothly, when the client suddenly stops 
progressing. In such a situation it is possible 
that too much practice has been g i v e n  at one step, 
and the behavioral approximation has become more 
firmly established at that level than was 
desired. (In order for progress to continue, it 
may be necessary to make the next approximation 
very easy; in other words, make the next step a 
small one, so that the client will be sure to be 
success£ ul, ) 
It should be noted that shaping is not an easy, 
"cut-and-dried" procedure to implement. It is 
often difficult and time consuming, but worth the 
effort if a client is able to perform a task that 
he could not perform prior to the training. 
5. Combining discriminative stimuli with shapinq. A 
discriminative stimulus (sU) is a stimulus in whose 
presence a given hesponse is likely to be 
reinforced. An S operates to bring about a 
particular responses in that it signals the 
likelihood of reinforcement. Instructions, 
prompts, and other discriminative stimuli (SD's) 
will not bring about the desired behavior if the 
behavior, or its components, are not present in the 
repertoire of the individual. Discriminative 
stimuli, however, can be used to help bring about 
the approximations ta the desired response. For 
example, suppose we have a client who does not 
speak aloud. Let's suppose that the client had 
begun to whisper to her work supervisor. The 
supervisar could use discriminative stimuli in 
order to elicit more frequent occurrences of the 
response. The supervisor might say, for instance, 
"Good. I like what  you said." (the reinforcement) 
and then, "Would you please say it again?" (the 
sD) Or the supervisor might bring about other 
whisper ing responses by asking other questions of 
the client, nodding expectantly toward the client, 
or gesturing, 
6. Combining imitative prompting with shaping. An 
imitative prompt is a specific kind of 
discriminative stimulus. It may bring about an 
imitative response, especially if the response was 
reinforced in the past when it wasDsimilar to the 
model's behavior. Just as other S @ s  may tend to 
bring about an approximation, the behavior of a 
model may also bring about an imitated 
approximation to a behavior that is too complex for 
direct imitation. Rather than simply waiting for 
the approximation to the desired behavior to occur, 
the approximation could be demonstrated to the 
client by an instructor or other client. This is 
the same procedure used by speech therapists when 
they attempt to shape the proper articulation of a 
word. 
Combining physical quidance with shapinq. Physical guidance is a method of eliciting a response in 
which the appropriate body part or parts are "put 
through" or physically guided through the proper 
motion. For example, a swimming coach guiding the 
movement of a youth's arm to demonstrate the proper 
stroke is using the physical guidance procedure. 
Sometimes s 
enough, and 
their own. 
physical gu 
imply reinforcing a few guided trials is 
individuals take over movements on 
For others, an abrupt transfer from 
idance to no physical quidanee is too 
large a step, and some intervening steps must be 
added, The qraduated-quidance procedure (described 
in Foxx and Azrin, 1972) is especially appropriate 
for those clients who are agreeable to its use. 
Graduated guidance begins with as much assistance 
as necessary for the motion to be completed. 
Guidance is first focused on the body part that is 
the center of action, for example, the band in 
spoon feeding, Gradually, the pressure is reduced, 
and the point of guidance moves away (e,g., from 
hand to arm, to shoulder, etc,) , The graduated 
guidance procedure has been used to teach many 
complex responses, like self-care and vocational 
skills (Thomas et al, 1976) ,  
It is advised that graduated guidance not be used 
with violently resistant or uncooperative 
clients. To do so may be ethically questionable, 
as well as counterproductive. 
Physical guidance is most successfully used to 
elicit approximations toward motor skills. 
Combining fading with shaping. It has been stated 
that the shapins procedure can be facilitated by 
&' < -  
bringing about approximations through the 
presentation of appropriate sD's before a new step 
in the shaping procedure is initiated. Thus, the 
client will not remain dependent on the sD8s, but 
will perform the approximations to the terminal 
behavior independently. 4n example of fading cues 
and prompts to approximations is a graduated 
guidance procedure used to reduce retarded clients' 
dependence upon physical guidance while learning 
approximations to walking (OqBrien, Azrin, and 
Bugle, 19721, 
In this study, a training program was designed to 
increase the ease and speed of walking relative to 
that of crawling, and consisted of restraint-for- 
crawling and priming-of-walking. When the child 
crawled for three seconds, the trainer held the 
child by the waist for five seconds, then placed 
the child in a standing position. The time and 
force of holding the child was gradually decreased 
as the child began to spend less time crawling and 
more time walking. When training was discontinued. 
some permanent improvement was noted for all four 
children in the study. 
The prompting hierarchy which is generally accepted 
is: 
verbal prompt (instruction or command) 
gestural prompt (modeling) physical prompt 
(graduated guidance), 
The verbal prompt is tried first; if it does not 
initiate the response, a gestural prompt is 
implemented; if the response still does not occur, 
physical guidance is given. The hierarchy is faded 
in the reverse order: physical guidance is reduced 
and eliminated, and a gestural prompt is 
substituted. Then the gestural prompt is faded 
out, and only a verbal prompt is given, Finally, 
even the verbal prompt is faded out, 
9. Strengthening the new behavior. Once a new 
behavior has been shaped, it is generally present 
in the repertoire of the individual at a low 
strength, Thus, it is very important to take the 
newly achieved target behavior and submit it to 
procedures for strengthening it (i,e., 
reinforcement). Reaching the terminal goal is not 
enough. R new behavior is likely to deteriorate 
rapidly if it is not immediately and consistently 
reinforced for a great many trials, Applying the 
principles for strengtheaing a behavior (See Module 
BT-1, "Increasing Existing Behavior") should 
increase the likelihood that the new behavior will 
persist, Then, once the new behavior has become 
pretty firmly established, procedures designed to 
maintain it can be implemented. 
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self-Test 2 
1. ~efine and illustrate each of the following terms: 
a. Shaping (illustrate the use of shaping with an 
individual and with a group) . 
b. Successive approximations 
6 .  Prompt. 
2. List and illustrate the major factors that make shaping 
easier. 
3 .  Give an example of combining sD% with shaping. 
4 -  State what potential problems, if any, may be 
encountered in the following shaping program: 
Mr, Jones is teaching five autistic adults to emit 
appropriate sounds of the letters in the alphabet, 
Since none of his clients can say any of the letters he 
decides to use a shaping program to teach them, He 
breaks down the task of saying each letter into five 
steps. Each approximation of a step that the whole 
group reaches he reinforces with praise and a craft 
activity involving letters, 
5. State a behavior objective and an accompanying set of 
behavioral dimensions for a terminal behavior to be 
shaped from the existing repertoire of a client w i t h  
whom you are familiar. (Invent a client i f  
necessary) L i s t  at least two behaviors thiet the client 
engages in frequently that bear some similarity to the 
goal behavior. Select one of these approximations as 
your startinq behavior, and defend your selection, 
Chaininq 
 st behaviors actually consist of sequences. or chains, of 
behaviors. The links in the chains are each made up of 
similar co~ponents. For example. eating can be broken down 
into a set of component behaviors: placing food on a spoon. 
bending arm, opening mouth, inserting spoon, removing empty 
spoon, chewing food, swallowing. The behavior of eating, 
itself, can be part of another chain (e.g., going to 
lunch). Furthermore, components of the chain in "eating', 
such as "chewing food" can be broken down even smaller into 
various mouth movements. Effective procedures designed to 
produce such complex behavioral sequences or chains, can be 
used to teach new behaviors. 
chainins is accomplished by taking simple behaviors already 
in the repertoire of the individual and combining them into 
more complex behaviors, But, how does one establish a 
behavioral chain? How can a serizs of previously learned 
behaviors be combined and strengthened when reinforcement 
seems to occur only at the end of the behavioral chain? The 
answer is related to the principle of conditioned 
reinforcement. 
When a stimulus or event is paired with, or directly comes 
before reinforcement, it will, over time, tend to become a 
reinforcer itself. The stimuli that acquire such 
conditioned reinforcing properties act to cement the kinks 
in the chain into a complex behavior that can be 
strengthened or maintained by a single reinforces. 
For example, take the complex behavior of eating. If 
placing food into the mouth has in the past consistently 
been a reinforcer, opening one's mouth will become a signal 
that reinforcement is coming; thus, opening the mouth will 
become a discriminative stimulus (sD). Through further 
pairings with reinforcement, the discriminative stimulus 
itself, "opening mouth" will begin to reinforce the prior 
link in the chain, "placing food on spoon", and so on. 
Thus, each behavior which makes up a chain has a dual 
function, Each behavioral link reinforces the behavior it 
folLows and serves as a discriminative stimulus to bring 
about the response it precedes. 
Here are a few procedures that ar2 designed to facilitate 
the development of behavioral chains: 
1. Precise task analysis. As with shaping, it is very 
important to have a clear description of the steps 
to follow in a chaining procedure. Because the 
order of component behaviors is so crucial to the 
de~eiop~ileri t  of t h e  dPpinp. i a t e  t a r g e t  behavior ,  
each compc:~enf: and i t s  pi-ice i :~ t h e  sequence m\jse 
he precisely s p e c i f  l e d ,  Analyzing a task 
a l w a y s  -implea Nor a r e  al l .  t a s k  a n a l y s e s  p e r f o r l ~ ~ d  
o n  sirnplt? t a s k s ,  To i l lu l . ; t ra tc  t h i s  poirat, t r y  ta (30 an " "arm chair" a n a l - y s f s  of a C a m f  l i a r  task 
8 2  , - . g .  : wzshing i s  preparing a meal , chnng i r ig  ii 
t i r e ) .  5 l c n  t r y  it o u t  o n  yourself 01: on a E;ienJ 
,i. Lkj - see whzt i ie r  or no t  y o u  have  a c t u a l l y  i n e l u d e d  
a l l  the % i , ; k n  i n  t h e  c h a i n .  
The  f i g u r e  below diagrams a task  analysis of t h e  
chain *washing h a i r  a t  t h e  s i n k " ,  one of t h e  t a r g e t  
behaviors t h a t  was selected from a group  of  
conmunlty-boljnd retarded women who had been 
inst i tu t io insa l i zed .  {Gustafson, Hotte, and C a r s k y ,  
i 9 7 5 )  T h e  sequence of Sehaviors must fsllaw t h e  
specified order  f o r  h a i r  washing to be considered 
car rec t ,  FZLt;it i f  Sts?  6 bFgapgsly shampoo ts ha i r s* ]  
w e r e  omitte3? Tt Es u n l i k e l y  t h a t  t h e  c l i e n t  would 
1112ev3 c i caz  h a i r ,  
Name: ---_------.--.---- ----.---------- 
Washing Mait tl Sink 
Use of link 
repertoire. 
chains effi 
behaviors t 
repertoire, 
dress himse 
individual 
shape putti 
of that par 
s that are already in the response 
A basic principle for establishing 
ciently is to try to form the chain f 
hat are already part of the individua 
It is easier to teach an individual 
I f  if he can already put on each 
article of clothing, than to have to 
ng on each article of clothing as par 
ticular procedure, 
rom 
1's 
to 
Frequently, it is possible to achieve terminal goal 
behaviors that are almost identical but are 
actually composed of different components. 
Teaching female clients to wash their hair in the 
shower. rather than at the sink, is an example. 
When there is a close resemblance between two 
acceptable complex terminal goal behaviors, the 
behavior with more components fairly well 
established in one person's repertoire is generally 
the one that will be acquired more easily. Given a 
choice, that would be the behavioral chain to be 
trained. 
Backward chaining (Beginning with the final 
Link). stimuli may take on conditioned reinforcing 
properties as a function of being paired with 
either primary reinforcers or other conditioned 
reinforcers. However, it takes many pairings of a 
stimulus with a reinforcer before the new stimulus 
will begin, of itself, to assume reinforcing 
properties. In a behavioral chain, the component 
behavior that is emitted with the greatest 
proximity to, and shortest time delay from, the 
reinforcer is paired most frequently with the 
reinforcer, A behavior toward the end of the chain 
(i.e., closer to the reinforcement) will become a 
stronger reinforcer than its prior link in the 
chain. The shorter the delay between the response 
and the reinforcement, the more effective the 
reinforcement. Thus, it is logical in training 
chains or responses that they be started, whenever 
feasible, with the final link in the chain rather 
than at the beginning of a complex sequence. That 
is, a good way to teach a complex behavior is to 
use backward chaining. 
Feeding and dressing skills have effectively been 
taught using backward chaining. There are several 
questions that have come up regarding the 
advisability or necessity for teaching a complex 
behavior by means of a backwards chaining 
procedure: 
- Is there sufficient evidence to support using 
this approach in all situations? 
- Isn't it just as effective to add on behavioral 
components from the beginning? 
There is no clear answer to either question at this 
time. There has not beel much research conducted 
with humans on this topic. 
~ u t  where the procedure 
has been used. especially in teaching behavior that 
bas been very difficult for an individual to learn, 
it has been successful, Most conventional 
instruction is organized in a "logicala sequence, 
beginning at the beginning and ending with the 
completed behavior. The backward chaining 
procedure can probably make its greatest 
contribution when a client experiences difficulty 
in acquiring a complex behavior, 
. Use of discriminative sti uli: In addition to the 
discriminative stimuli (SB's) that are an integral 
part of the behavioral chain, other sD1s might 
shorten the time needed to establish a fairly 
simple behavioral chain. For example, if an 
instructor said, "Please go to the dining room and 
eat your lunch", and consistently reinforced the 
behavior chain that followed, that behavior chain 
would probably be acquired more rapidly than if the 
instructor had simply waited for the chain to be 
emitted spontaneously. 
5 .  Imitative prompting combined with chaining: 
Individuals frequently do imitate behaviors that 
are novel for them, as long as the behavior modeled 
is not too complex, and provided that most of the 
behavioral components are already in their 
repertoires. Thus, complex behavior can often be 
occasioned by simply providing a model, Even 
clients who fail initially to imitate can be taught 
to do so since imitative behavior can be shaped as 
a single response class. Baer, Peterson, and 
Sherman (1967)  successfully trained three severely 
retarded children to imitate a wide variety of 
simple behaviors by directly reinforcing their 
imitations of some of those behaviors. However, 
with more complex behavioral models, direct 
imitation may be hard to accomplish. Acquiring the 
proper order or sequence of behaviors in a more 
complex chain may prove too difficult if the entire 
sequence is presented all at once. With longer or 
more complex chains, one might have more success if 
the chain were broken dawn into shorter sequences 
and each of these presented as imitative prompts. 
 he clients could then first imitate each of the 
links in the chain. Theq the chain could be gradually solidified and the intermediate prompts 
could be phased out. A question which often comes 
up is. "Why not simply provide discriminative 
stimuli. such as directions or models, to teach all 
complex behavioral chains?" The answer is partly 
that directions or imitative prompts may not be 
adequate sD's for all clients. They may often not 
bring about about the desired behavior. Moreover, 
it is often the same client for whom directions are 
ineffective, that it is difficult to find an 
effective model for. Also one must keep in mind 
that the components of the particular chain may not 
be in the individual's response repertoire. 
using chaining when links are absent from a 
client's response repertoire: Many behavioral 
chains are too complex to be occasioned by 
imitative or other discriminative prompts. In such 
cases, each of the component behaviors must be 
acquired, largely through shaping, strengthened 
through r inforcement, and perhaps brought about by 
various Sg's or prompts. Once the component 
behaviors are acquired in strength, it may be 
possible to combine them into a chain. 
Strengthening response chains: The first time that 
Joe feeds himself, that Carol dresses herself 
correctly, or that Mary prepares a meal the 
response is still rather weak, far the chain, 
unless strengthened, can easily be disrupted. 
Component behaviors may still be left out, their 
order mixed up, or inappropriate behaviors added. 
Joe may pick up his spoon, scoop some food, and 
place the spoon back on the plate, Carol can leave 
her buttons open, and Mary may take the food out of 
the oven too quickly. It is extremely important 
that the full chain, emitted in proper order, be 
effectively reinforced as often as possible, as 
quickly as possible, with adequate amounts of 
reinforcers known to be effective for the 
individual. His houseparent would have to observe 
Joe's eating to be sure that it was correctly 
carried out and would have to follow it with an 
effective reinforcer. Carol's mother should take 
the time to see that she has properly dressed 
herself and should compliment her on the 
accomplishment, Mary's instructor should check her 
during her preparation of the meal several times 
and should comment positively, when appropriate. 
Prompts may be given as needed. As in all 
instances in which behaviors occur at low strength, 
these optimal conditions must be continued. 
~ventually, it will be advisable to shift to 
procedures for maintaining well-established 
behaviors. 
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S e l f - T e s t  3 
1. ~ e f i n e  and  g i v e  a n  example of each of the f o l l o w i n g  
terms: 
a .  l i n k s  
b. c h a i n  
c. c h a i n i n g  ( f o r w a r d  - and backward). 
2. Describe and  g i v e  an  example of t h e  two f u n c t i o n s  
p l a y e d  by e a c h  b e h a v i o r  i n  a c h a i n .  
3 .  L i s t ,  and g i v e  examples  o f ,  some t h i n g s  that you can d o  
t o  m a k e  c h a i n i n g  easier .  
4 ,  How do you s t r e n g t h e n  a chain once it o c c u r s ?  
5. Joe t e a c h e s  a c o u r s e  i n  b a s i c  motor r e p a i r  to  m i l d l y  
r e t a r d e d  i n d i v i d u a l s .  One u n i t  i n  t h e  c o u r s e  is 
d e v o t e d  to t h e  t a k i n g  a p a r t  and t h e  r e b u i l d i n g  of a  
small motor, G e n e r a l l y ,  s t u d e n t s  i n  t h e  c o u r s e  h a v e  
had d i f f i c u l t y  i n  m a s t e r i n g  t h e  c h a i n ,  Joe's u s u a l  
s t r a t e g y  is t o  d e m o n s t r a t e  t h e  e n t i r e  c h a i n ,  s tep-by-  
s t e p ,  b e f o r e  t h e  whole c l a s s  and t h e n  l e t  each  of them 
t r y  i t  t h e m s e l v e s  u n t i l  t h e y  g e t  i t  r i g h t .  What 
s u g g e s t i o n s  c o u l d  you g i v e  Joe t h a t  might  improve h i s  
i n s t r u c t i o n ?  
Fading 
~ a s i c  to all ~ro9raming is the notion that learned behavior 
should ultimately be emitted "spontaneously* rather than 
always as a response to a Prompt or cue. When clients are described as *being independent", "showing initiative", or 
"being motivated" , they are generally emitting behavior in 
the absence of obvious external cues. Fadin q is o?e 
technique through which these behavioral characteristics can 
be developed. 
Fadin involves gradually removing discriminative stimuli &, such as prompts and cues. Once this is 
accomplished, the beha ior comes under the control of more 
natural or desirable S8's. During fading, while goal 
behaviors or approximations to goal behaviors are 
consistently reinforced, the sD's that temporarily served to 
bring about those behaviors are slowly and progressively 
diminished (or "faded out"). The use of fading is designed 
for the purpose of developing a terminal goal behavior that 
is emitted in the presence of only minimal or no prompting. 
Many skills can be taught more effectively by means of 
fading techniques, For example, verbal prompts can be used 
initially to assist clients in learning assembly of a task 
in the workshop. The instructor or supervisor can specify 
each step as the clients progress through the task, After 
they have performed the task several times, the instructor 
can then gradually fade out the verbal prompts, and the 
clients c a n  perform without them, In each situation where 
prompting is effectively used, the instructor gradually 
fades out the prompts or instructions connected with 
specific verbal, motor, or physical tasks. 
In the "real world" spoken and written prompts are rarely 
present. If prompts are not faded, they may tend to become 
crutches. Fading helps to remove the need for such 
crutches. In addition, because fading is gradual, a 
situation in which the client may fail to exhibit behavior 
that would be reinforced is avoided. 
Fading is commonly used in many settings. For example, to 
teach a client to use a tool, the work supervisor may first 
use modeling and instructions. As the client learns how to 
the tool, such supplementary discriminative stimuli 
( S  ' ~ 1  are gradually withdrawn. ~ikewise, when an 
individual is taught to eat, many prompts or supplementary 
sD's are initially used. The instructoc guides the person's 
hand, in which the spoon is held, first to scoop up the food 
and then to  put it into his mouth. As the individual 
becomes more proficient in using the spoon, such prompting 
is gradually faded. The client is e~entually able to eat 
without any prompting* Many other self-help skills (e.g., dressing and undressing) are taught in a similar fashion. 
~ading was used McRe~nolds (1972) to wean a child from a 
pacifier. An eighth of an inch was cut off the open end of 
a three-piece pacifier every two days. In about two weeks, the child threw it away a It became too much trouble to hold it in his mouth. The pacifier had lost its controlling 
No thumb sucking or other excessive oral 
activity Was noted over the following year. Fading was also 
used to teach a young woman to take her medication on time 
(sulzer-Azaroff and Mayer, 1977) . The nurse or the woman's parents faded out their verbal reminders, shifting control 
t o  the relevant sD, the clock. 
~t is possible to fade out supplementary prompts and shift 
~ontrol to natural stimuli smoothly and effectively, with 
minimal disruption. This goal is best accomplished by 
removing prompts gradually - not too abruptly - and by 
moving toward more natural prompts. The following methods 
will assist you in developing the subtle skills needed in 
transferring stimulus control from artificial prompts to 
natural stimuli, as well as in avoiding and minimizing 
errors, when using fading. 
1. Finding prompts that reliably bring about the 
desired response. Given stimuli tend to bring 
about given responses. However, responses to 
different stimuli by different individuals may 
vary, depending on the learning history of an 
individual. Carefully observing the client should 
be helpful in selecting the prompts that will 
reliably bring about the desired response and thus 
minimize the student's failures. 
2. Gradually and progressively removing prompts. Once 
the desired response has been brought about by 
"artif icialw prompts, it is a good idea to 
gradually and progressively remove those prompts 
until all are gone, An important guideline to 
follow is to prompt just barely enough to brinq 
about the response, while avaidinq abrupt 
~eductions in the prompting. If the client begins 
to make many mistakes, one can reasonably assume 
that the reduction has been too abrupt, 
3.  N o t  overusing artificial prompts. Along with 
reducing prompts gradually, it is best to avoid 
overusing artificial prompts. Too many prompts 
might make a client overly dependent upon them. 
4 .  Working toward prompts that are most natural. 
Various strategies, like verbal, imitative, and 
physical prompting begin with the least intrusive 
prompts, those that do the least to alter 
prevailing environment conditions, and proceed to 
those that are less natural. For example, presenting artificial gimmicks or physically 
guiding an individual's movements is far more 
intrusive than modeling the behavior, which may be 
more intrusive than telling how it is to be done. 
The process is reversed in fading. Fading is initiated with the strategy that is currently 
controlling the appropriate response and gradually 
proceed through those that are less and less 
intrusive. For example, Mary has been feeding 
herself. She feeds herself successfullw when her 
movements are physically guided. If kYaiy is to 
move into a home in the community, she should feed 
herself without any prompting at all. To achieve 
that goal, the first step is to pair instructions 
with physical guidance. The instructor then fades 
out physical guidance, substituting imitative 
prompts while continuing the instructions. Then 
the instructor fades the demonstrations and uses 
only instructions, Instructions may then be faded 
and replaced by some unspoken language - perhaps 
pointing to the food. Even that prom t is B ultimately faded until the critical S , the plate 
of food alone, comes to bring about self-feeding 
behavior. 
5. Fading out physically guided prompts. A physical 
prompt should be faded as soon as possible to 
prevent overdependence upan it. If an instructor 
continually physically guides a client through a 
workshop task, the client may refuse to perform the 
task by himself. Such physical prompts should be 
accompanied by either demonstrations, instructions, 
or both. Physical guidance can then be gradually 
faded while the demonstration or instructions 
remain, S1owly, instructions alone should come to 
bring about the response. ultimately, instructions 
are also faded. 
A study by Striefel, Bryan, and Aiken (1974) 
illustrates the trans£ er of stimulus control from 
guidance to verbal prompts. Initially, clients 
were physically guided to imitate a se r i e s  of 
movements. During the transfer phase, a verbal 
instruction was given immediately before a behavior 
was modeled, Correct responses were followed by 
increasing the time between the verbal instruction 
and the modeled behavior. Eventually the clients 
began to "anticipate" the modeled behavior, 
responding before the response was modeled. 
The fact that the delay between t h e  verbal instruction 
and the modeled behavior was introduced gradually 
and that the method provided maximum opportunities 
for reinforcement certainly nade the transfer 
easier, 
6 .  ~ a d i n g  out demonstrations and instructions: The 
basic technique for fading physical prompts is also 
used £or fading imitative demonstration and 
instructional prompts. Unless the client responds 
or starts to respond before a prompt has been fully 
presented, the prompt should be faded gradually. 
 emo on st rations should consist first of the fully 
modeled target behavior and slowly becomes lesa 
complete, fading into more and mare subtle gestures 
and eventually vanishing altogether, Far example, 
Sarahas trainer in domestic maintenance skills 
prompts her to sweep t h e  floor by modeling the 
response herself, As Sarah becomes increasingly 
more adept at sweeping the floor, her trainer will 
not fully model the behavior. Eventually, Sarah 
will sweep the floor when verbally prompted, 
Ultimately the words "sweep the floor, Sarah", a 
natural clue for her response, will bring about the 
behavior . 
A self-care skill taught by Thomas, et ax,  ( 1 9 7 6 )  
was folding clothing after it was removed from the 
dryer. First, the response was fully guided with 
accompanying instructions. Next, demonstrations 
were substituted for the physical guidance. 
Demonstrations were gradually faded; gestures 
(e-g., pantomimes of holding the corners) were 
supplied when necessary. Eventually, t h e  gestures 
were not needed and gradually instructional prompts 
were also withdrawn, By t h e  end of t h e  training 
the clients only had to be presented with bundles 
of their clothes in order to fold them 
appropriately. 
7. Shifting control from irrelevant to relevant 
discriminative stimuli: Some prompts are not at 
all relevant to the responses t h a t  they bring 
about. Those prompts must be faded and replaced by 
sD's present in the natural environment. 
The way to accomplish the shift from irrelevant to 
relevant stimuli is to introduce both the 
irrelevant SD and the potential s*, toward which 
attent ion is supposed to be focused. Eventuall-y , 
the irrelevant stimulus can be faded,  gradually 
enough so that there is enough opportunity for 
frequent reinfor~elnent to continue. For example, in teaching reading, a picture may be shown with 
its written label below. At first, the student 
responds to the picture (sD). The teacher 
reinforces the student with his approval and 
indicates that the word written below also says the 
same thing. Then the picture may be covered and 
only the letters remain exposed. Some students 
then begin to respond correctly to the letters, the 
relevant stimuli. But for many students the shift 
must be more gradual, and attention must be focused 
first on the stimulus properties. For example, the 
letters may be traced with finqer, pencil, or 
crayon, or copied; the word may be Gatched to an 
identical word; or the individual letters may be 
sounded aloud in sequence. Eventually the work 
will be said in the presence of the printed word 
alone, 
In the matching-to-sample technique fading is 
systematically programmed to accompLish shifts of 
stimulus control from irrelevant to relevant 
stimuli in much the same way. An sD is presented, 
and the student must respond by selecting a 
matching stimulus from among several stimuli. The 
situation can be arranged so that initial 
responding allows for matching to the initially 
controlling but irrelevant stimulus, and slowly 
shifts to the relevant stimulus. 
Matching-to-sample and other similar procedures for 
fading stimulus control can be designed so 
precisely that almost no errors are allowed to 
occur, These procedures allow for errorless 
Learning. A relevant stimulus can be gradually 
introduced while the irrelevant one is faded. 
Procedures for shifting control from irrelevant to 
relevant properties must be used with caution, 
however. Unless the client" attention is under 
the control of the critical or relevant property of 
the stimulus during training, transfer of control 
will not OGCIJ~. f t  is important that the 
irrelevant stimulus doesn" prevent the client from 
orienting toward the relevant stimulus. The client 
might be attending to some extraneous property, 
rather than to the critical property. In that 
case, the rate of responding in the presence of the 
relevant stimulus would decrease rapidly when the 
irrelevant stimulus was no longer present 
(Anderson, 1967; Terrace, 1966) . 
correcting errors. When an individual is required to keep trying to answer a question, solve a 
problem, or emit any other behavior until it is 
correct. a correction procedure is in operation. 
~esearch has shown that providing an individual 
with information about the appropriateness of his 
or her responses plus, active correction of the 
error will make the development of stimulus control 
easier, especially when the goal is to develop 
complex forms of stimulus control (Suppes and 
Ginsburg, 1962; Holland and Porter, 1961: Mwre and 
~oldiamond, 1964). Correction procedures have also 
included going back to earlier ste~s in the 
instructional procedure. (Sidman Hnd ~toddard, 
1967) and branching out to additional stens 
L. (Markle, 1969) when the individual makes repeated 
errors or makes additional errors during attempted 
correction. 
Some clients will find it difficult to understand 
language; words like "riqht" and "wrongn are simply 
not very effective. Thus, failing to say "rightn 
does not function as an extrinction procedure, and 
saying "wrong" does not act as punishment. Such 
clients may have delayed or impaired language 
development or hear ing impairments. With such 
clients, any response from others may constitute 
"attention" - not only the comment, "wrong", but 
absa present the trial again, To prevent the 
unintended reinforcement of incorrect responses in 
such instances, each wrong response should be 
indicated by a word or gesture, then the next level 
of prompt should be given, or a pause should follow 
before a correction procedure is introduced. It is 
important that a client learns when his performance 
is acceptable. 
When an incorrect response is made, it is usually 
advisable for the client to practice the correct 
response several times before a new trial is 
presented. This is done in order to provide the 
client with several more reinforced trials and to 
experience success before proceeding. In addition, 
requiring time and effort may render the practice 
slightly aversive, and reduce the likelihood that 
the error will be repeated. 
Discriminative stimuli ( e e g e r  directions, modeled behavior, gestures, and other prompts) are often used in shaping. The 
procedure can he facilitated by bringing about 
a proximations through the Presentation of appropriate 8 s However, it it often a good idea to remove those sDes before a new stel? in the shaping procedure is initiated. 
s his is especially important if acquisition of 
toward the terminal goal are to be firmly 
incorporated into the client's repertoire. 
 ding and shaping procedures are often combined in the 
development of instructional materials. Instructors of ten find that when fading is used, the student makes fewer 
errors than he would if he were required to progress without 
assistance. Since errors are likely to occur in the first 
place, they are less likely to be recalled or to recur. 
skinner's and Krakower's (1968) "Write and SeeN 
instructional handwriting program illustrates how fading can 
be a useful tool for educators. A similar approach was used 
by Taber and Glaser (1962) to teach the reading of color 
names.  his program was used for individuals who were able 
to say the name of a color when it was presented to them, 
but were not able to read the name of the color. Taber and 
Glaser then presented the name of each of the colors printed 
in its respective color. The colored Setters were gradually 
replaced by black ones until all the letters were black. 
Reinforcement occurred only when correct responses were 
given. What started as color naming, ended as reading names 
of colors. 
Usina fadina with chainina 
The sD's that have been added ta bring about the emission of 
each of the links of the chain must be removed before one 
can state that the behavioral. goal has been achieved. Just 
as in shaping, it is obvious that a gradual fading of the 
intermediate prompts in a complex chain of behaviors is 
necessary if the goal behavior is to occur smoothly and with 
precision. I£ these sDts are removed too abruptly, the 
result would probably be a break-down of the behavioral 
chain. 
Since each prompted link in a behavioral chain occupies a 
sequential position, the question arises: at what link 
should one begin to fade sD1s? Since the link of the chain 
that probably has the greatest strength is the final link, 
i t  seems logical that the prompt that brings about the last 
link of the c h a i n  i s  the first one that should be removed. 
As that last link and  the one immediately prior to it become 
fairly well established, the sD for  the n e x t  prior link may 
t hen  be eliminated, and so on, until the entire chain is 
carried out with perhaps only a single sD at the beginning 
O f  the chain, s u c h  as an instruction. 
The major advantage of the fading procedure appears to be 
t h a t  it reduces clients' errors as they learn. McCandless (1967) and Terrace (1963) state that if errors are allowed 
to occur during the learning of new behaviors, future errors 
are much more likely to occur. By keeping initial errors to 
a fading avoids the need for eliminating future 
errors and retaining correct responses. When fading is done gradually. the procedure reduces dependency upon such sD1s 
as direct ions and imitative prompts. 
while keeping errors to a minimum has obvious advantages in 
the acquisition of a specific complex behavior. the question 
of whether consistent error-free responding is desirable has 
yet to be resolved* 
 isc cussing errorless performanance in 
discrimination learning, Terrace (1964) states "It should be 
noted. . . that numerous factors would detract from the 
wisdom of trying to train all discriminations without 
errors. Perhaps the most important of these is the lack of 
frustration tolerance that would result from a steady diet 
of errorless diser imination learning (p, 335) ". Krumboltz 
and Krumboltz (1972) have also discussed this concern, 
stating that, if individuals are to persist after 
encountering failure, it is better not provide a mistake- 
free environment. To train clients to persist after 
failures, one should arrange for them to succeed after one 
failure, then after two failures, and gradually but 
irregularly increase the number of failure experiences 
followed by success. 
When fading is programmed to eliminate errors, other 
problems may also arise. Such programming is time 
consuming, and may not be necessary. The client nay be able 
to learn without errors with little or no fading. The 
f requency  of a client" mistakes is a good indicator of 
whether or not a strategy for achieving the terminal goal 
h a s  been programed well enough. If the client shows signs 
of boredom. that is a good indication that reinforcement has 
been too frequent, or the steps in fading have been too 
small. In such cases, fading should proceed more rapidly. 
S e l f - T e s t  4 
D e f i n e  a n d  g i v e  examples  Qf e a c h  of the fo l lowing  terms: 
a. f a d i n g  
b. f a d i n g  for e r ror less  l e a r n i n g  
c. c o r r e c t i o n  p r o c e d u r e  
2 .  T r u e  or False:  Prompt ing  and f a d i n g  shou ld  proceed 
from leas t  a r t i f i c i a l  to  most a r t i f i c i a l .  Exp la in  your 
answer. 
3 .  ~ e s e r i b e  what c a n  be done  t o  c o r r e c t  c l i e n t s f  eerrors. 
4 .  L i s t  t h e  advantages and possible d i s a d v a n t a g e s  of 
f a d i n g .  
5. E x p l a i n  how prompting,  f a d i n g ,  and shap ing  f i t  
together. 
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~enerahization Training 
Behaviors learned in a training environment may not always 
produce a Permanent change outside that environoent. This 
may be due to a failure of the new behavior to generalize to 
the client's nCXmal environment. Desirable behavior which 
was learned in the training setting may be extinguished. 
sometimes a schedule of reinforceinent in the natural 
environment is not adequate for learning a response. but 
once the behavior is learned, the normal schedule in the 
environment might maintain it, 
One cannot automatically assume that a newly learned 
behavior will generalize and be maintained in the natural 
environment , but appropirate procedures may frequently be 
followed to insure the Likelihood of success. 
~eneralization traininq focuses on antecedent stimuli (i .e., 
what. happens before the behavior occurs). ~ t s  purpose is to 
allow a client to perform a behavior under conditions 
different from those under which the behavior was originally 
learned (e,g,, from treatment to home, from school to g r o u p  
home, from one task to another). Generalization indicates 
that a behavior learned in one situation tends to be 
performed in other situations. When a child performs a 
behavior learned at school (e.g., followinq instructions) , 
at home he is said to he "generalizing the response," 
The objective of generalization training is to promote 
senerali sat ion so that behaviors acauired or strenqthened 
inder one set of conditions are more likely to occir under 
other conditions, Effective programs usually require that 
behaviors learned in one setting be generalized to many 
situations in and out of that setting. F a r  example, it is 
often assumed that clients in a sheltered workshop will take 
their newly acquired skills into actual job situations, 
However, it is frequently false to assume that 
generalization will occur spontaneously (OILeary and 
Drabman, 1971) . Thus, if generalization is desired, 
training for generalization should be carried on either 
during the program or after the client has met the objective 
of the program. ~eneralization should not be left to 
chance. The following procedures are important in 
generalization training. 
1. Emphasizing common elements: Emphasizing common 
elements may help clients generalize a behavior learned in one situation to other situations. The 
elements that the situations share in common must  
be emphasized. When it is possible to identify the 
discriminative stimuli under which a client has 
first performed a behavior, as well as the 
reinforcer or other stimulus consequences, it is 
easier to teach the client to generalize. 
Once these stimuli have been identified, the instructor 
can introduce many of them into the new 
situation. The two situations will then have many 
common elements which will enable the client to 
associate the occasions on which the response 
should occur. 
Unless generalization training is programed to 
accompany Procedures in special settings (e .g . , 
work activity centers: sheltered workshops) , 
behaviors learned in these settings are not likely 
to be generalized to the natural environment. 
(walker and Buckley, 1972; Walker, Hope, and 
Johnson, 1975). Sheltered workshops for 
developmentally disabled or emotionally impaired 
persons help to smooth the transition to regular 
vocational programs. Group homes may have similar 
functions for young people moving back to the 
community from correction facilities or for 
retarded citizens moving toward full community 
placement. In these instances, however, there are 
aften no provisions to promote generalization, then 
people are dismayed when generalization does not 
occur. 
The stimuli common to sit ations often act as 
discriminative stimuli ( ~ ~ ' s )  and thus serve to 
foster generalization. Not all stimuli in a 
s A tuation have controlling properties or act as 
S 's, Generalization is easier to bring about when 
the sD8s occur across situations, When common 
antecedent-stimulus elements are introduced and 
generalization does not occur, it is safe to say 
that the appropriate sD has not been identified: 
others will have to be tried, Some individuals 
(particularly autistic persons) do not respond to 
mappropriate" cues or are "microselective" which 
makes it difficult to attain stimulus control. 
Changing to intermittent reinforcement: When a 
behavior is well established under specific 
stimulus cunditions, shifting to intermittent 
reinforcement before generalization training may 
have two purposes: first, to promote maintenance 
in that setting and, second, to facilitate 
generalization Regarding the facilitation of 
generalization, it has been suggested that 
behaviors that are intermittently reinforced will 
generalize more effectively than those that are 
cunt inu~usly reinforced (Koegel, 1975) . 
Training the response under a variety of 
conditions. Generalization is more likely to occur 
when the behavior is taught under a variety of 
stimulus conditions. Stokes, Baer, and Jackson (1974) used several instructors in multiple 
settings when teaching hand waving to four 
institutionalized ten-to-thirteen-year-old retarded 
clients. For three of the clients, this response 
or greeting was generalized to other staff members 
only after training was carried out in a variety of 
settings (playroom, hall, and playground) from more 
than one trainer. Gradually, training by two or 
three instructors in several different settings 
seems to be necessary if generalization is to mxur 
across settings (Garcia, 1974; Stokes, Baer. and 
Jackson, 1974). 
4.  Adding sDf s and changing reinforcement 
conditions: Often it is helpful to combine natural 
and additional stimuli like instructions or 
gestures that have been noted to have 
discriminative control over some of the client's 
other behaviors. Such additional stimuli can be 
used in the original training situation and shifted 
ta the new situation with the client, or they may 
be introduced in the new situation. For example, 
requests from parents, supervisors, instructors, 
aides, etc. may cue the behavior. For the 
transition to the new situation to be complete, 
however, the additional sDfs must eventually be 
faded. 
The selection and use of reinforcers is important 
in order to facilitate generalization* T h e  
instructor should move a:day from artificial 
reinforcing contingencies. FOE example, each of 
the characteristics that influence the 
effectiveness of a reinforcer-what kind, how much, 
how soon, how frequent, and possibly other 
questions- should be examined to determine whether 
or not any depart substantially from the way in 
which the reinforcer is arranged in the natural 
environment. If the characteristics of 
reinforcement deviate greatly, the program must 
include a plan for phasing back to natural 
consequences. Natural reinforcers must be 
substituted for artificial reinforcers. ( e . g . ,  
reinforcers unnatural to the situation.) 
Reinforcement should also be progressively 
diminished until its frequency is similar to what 
occurs in the natural situation. For example, 
delay of reinforcement can be introduced to a 
client who has been receiving tokens on completion 
of each individual task. Instead of continuing 
this procedure, the tokens are saved for him and 
presented at the end of each session for a few 
weeks, then at the end of each week (similar to the 
pay schedule he will encounter in a work 
setting). It is important to keep data so that the 
instructor will have continuova information on the 
adequacy of the program, A serious deterioration 
in behavior would indicate the delay of 
reinforcement has been introduced too abruptly and 
that the programmer should back up a step ar two 
before reintroducing more gradual progressions in 
delay. 
The amount of reinforcers delivered during programs 
employing optimal reinforcing contingencies may 
often be much more than are present in the natural 
environment. A fairly large amount of 
reinforcement may be necessary to support initially 
high rates of responding when a behavior is being 
learned. However, after a while, it should be 
possible and is advisable that the amount of 
reinforcement be gradually reduced to what is 
available in the natural environment, 
Self-Test 5 
1. Define and give an example of generalization training. 
2. ~ i s t  and discuss the factors that promote 
generalization. 
3. ~ a s e d  on generalization training, make an argument 
against the use of separate classrooms for the 
"educationally handicappedn. Be specific and complete in your argument. 
4 .  ~escribe how you might use the principle of emphasizinq 
common elements (used in generalization training) to 
prepare a group of clients for a trip to the state 
fair. 
5. Which two clients have the highest probabilityof 
rnaintaing on-task behavior in the workshop setting? 
Explain your answer: 
Four clients were removed from the workshop setting and 
placed in a special classroom because of their high 
rate of disruptive behavior. All four were then given 
tokens for every ten minutes that they remained on- 
task. They had to earn one token to receive a ten- 
minute coffee break. A11 four clients' on-task 
behaviors increased. Two of the clients were then 
required to earn three tokens, then four, etc. before 
getting a coffee break. The other two continued having 
a coffee break after earning one token. ~fter three 
weeks all four continued with high rates of on-task 
behavior, 
In o r d e r  f o r  us t o  make any sense out of our world, we must  
l e a r n  t o  recognize c e r t a i n  objects  and events. I n  order to 
do t h i s ,  we l e a r n  t o  s e l e c t  c e r t a i n  features  ot objects and 
events  t h a t  make them d i f f e r e n t  from other objects or 
even t s .  ~ b i s  type of se lec t ion  is cal led discrimination. 
An example of d iscr iminat ion  is being able to  t e l l  a  ca t  
from a g i r a f f e  on the  bas is  of i t s  s i z e ,  shape, length of 
neck, and perhaps t h e  sound it makes. The features of a  cat  and a  g i r a f f e  have i n  common such as  four legs,  a  t a i l ,  
e a r s ,  mouth, eyes,  e t c . ,  a re  ignored when making a  
d i s c r i m i n a t i a n .  
~ o s t  people  are  born w i t h  some power t o  make 
d i s c r  i rninat ions.  For example, research has shown that even bab ies  w i l l  look longer a t  face-shaped patterns than 
a t  any o t h e r  type of pat tern.  T h i s  indicates that  they are 
a b l e  t o  d i s c r i m i n a t e .  Discrimination is further learned as 
some o b j e c t s  or  events  a re  consis tent ly  associated w i t h  
e i t h e r  p l e a s a n t  or  unpleasant s t a t e s .  When a baby i s  s t i l l  
very young, he becomes able t o  discriminate h i s  parents' 
touch, v o i c e ,  and appearance from those of a stranger. T h i s  
is g e n e r a l l y  because h i s  parents have been closely 
a s s o c i a t e d  with reducing unpleasant s t a t e s  (e.g., hungry, 
wet, c o l d )  and producing comfort (e.g.,  f u l l ,  dry, warm). 
T h i s  p rocess  of discr iminat ion speeds up when the individual 
develops language s k i l l s  and learns t o  label  d i f ferent  
th ings  with d i f f e r e n t  names. 
Normal persons  quickly learn t o  independently select  the 
r e l e v a n t  f e a t u r e s  of an  object or event. Unfortunately, 
many r e t a r d e d  indiv iduals  have a  d i f f i c u l t  time selecting 
the  important  f e a t u r e s  of an object or event. In order to  
s u c c e s s f u l l y  teach persons who have a  d i f f i c u l t  time making 
d i s c r  iminat  ions ,  the instructor  must learn how to  arrange 
m a t e r i a l s ,  t a s k s ,  and cues t o  draw the s tudent 's  attention 
t o  t h e  r e l e v a n t  f ea tu res  and then know how to fade the extra 
he lp  s o  t h a t  t h e  s tudent  can learn to  perform the task as 
independent ly a s  possible .  
All l e a r n i n g  requ i res  tha t  the individual detect  some 
d i f f e r e n c e s  i n  what he  sees ,  hears, or touches. Therefore, 
i n  l e a r n i n g  t o  recognize shapes, an individual must learn t o  
d i s c r i m i n a t e  d i f f e rences  i n  the curvature of a  l ine to  be 
a b l e  t o  t e l l  round from square. Similarly, some aspects, 
such a s  c o l o r  and s i z e ,  of the objects used to  teach shapes 
m u s t  be ignored. s imi la r ly ,  i n  the social  se t t ing ,  the 
i n d i v i d u a l  l e a r n s  t o  attend to  cer ta in  physical 
c h a r a c t e r i s t i c s  such as f a c i a l  features t o  discriminate 
i n s t r u c t o r s  from c l i e n t s .   gain, SQme features  such as 
c l o t h i n g  m u s t  be ignored (e.g.,  suppose another c l i en t  was 
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discrimination learning would take a very long time if you 
were trying to teach a client t h e  difference between a 
phillips screwdriver and another type, and continued failure 
could easily occur- If an individual continuously fails at a task, he may cease to attend to any of the relevant dues 
in the learning situation. Thus, when the trainer makes some change in the task to make it easier for the client, it 
often makes no difference. The client is no longer oriented 
to the task and does not deserve the change. 
Therefore, techniques other than trial-and-error learning are usually 
used to speed up discrimination learning. 
Errorless discrimi~nation traininq usinq fading of irrelevant 
stimuli 
Trial and error learning can be time consuming. P~~ this 
reason, attempts have been made to devise more efficient 
methods of establishing a discrimination, One method involves the use of redundant stimuli which are 
systematically faded (Gafd, 1968). Sometimes a 
discrimination can be learned in various ways, An example 
would be the discrimination between a yellow circle and a 
green square ( the correct choice). A perfect solution 
could be achieved by selecting the square object without 
looking at its color. Or, a perfect solution could be given 
by selecting the green object while ignoring the shape, 
When two dimensions of stimuli always appear together, they 
are said ta be redundant. An important aspect of redundance 
is that learning occurs more rapidly with a greater number 
of redundant relevant dimensions. The more cues an 
individual has to help solve a problem, the faster he will 
generally salve it, An individual will generally learn to 
pick the Large, red circle more quickly than simply picking 
a circle. Waw ing three relevant and redundant dimensions is 
likely to make the task easier. Gradually through the 
course of training the redundant dimensions are faded until 
the individual is, selecting an item on the specific 
dimension desired to be trained (e.4. r sha~ef * 
Easy-to-hard sequence 
sequence of easy-to-hard problems generally takes less 
time to learn than learning the hard problem alone (House 
and Zearnan, 1960; Zeaman and House, 1963). For example, if 
You want a client to sort a pile of two different length 
bolts where the difference was 1/4 inch, he would generally 
learn i t  faster if he started by sorting bolts where the 
difference in length was one inch, then moved to those with 
1 / 2  inch difference, then to the l/4 inch difference 
Initially, exaggerating the difference of the relevant 
dimension, helps the client identify the relevant 
dimension. When the differences get smaller P t h e  individua1 
will already be attending to the relevant dimension which 
will greatly jncrease his chances of making the correct 
choices. It 1s much more difficult for a client to learn to 
a t t e n d  to a dimension where the differences are small to 
begin with ( S ~ ~ P P  and Zeaman, 1966). 
Novelty 
Most instructors are 
features of a novel 
been unresponsive wi 
stimulus is suddenly 
bell and a shoe in f 
having problems with 
shoe is the correct 
attention and allow 
novel stimulus over 
attention-getter, 
well aware of the attention-attracti 
object or event. Individuals who hav 11 attend to the task if a novel 
introduced. For example, putting a 
ront of the individual who has been 
a shoe vs. sock discrimination (wher 
response) may gain the client's 
him some success, Don't use the same 
- 
and over or it will no longer act as 
~rrorless discr imination training using d e l a y  of prompts 
when using this technique, two or three items are placed 
before the client. He is asked to choose a certain one. 
The client (before he responds) is immediately given a 
prompt (such as the instructor pointing to the correct item) 
and the client then makes a response. When he responds with 
no errors for a given number of trials, the prompt is then 
delayed for a second or two. The  prompt is delayed for 
increasingly longer periods of time until the client's 
response occurs before the prompt. In this procedure the 
client is reinforced for making a prompted correct response 
as well as for making an independent correct response. 
Thus, the client learns a discrimination w i t h  virtually na 
errors if the delay of the prompt is properly programmed. 
Meaningfulness 
Meaningfulness refers to what an item or event means to a 
client. If  a n  item or event is meaningful to a client, h e  
is likely to learn the discrimination. Thus, it would 
Probably be easier to teach the difference between a glass 
and a book, if correct responses to the glass were always 
paired with a sip of the client's favorite beverage from 
that glass. Likewise, a discrimination of a hat from other 
items might proceed faster if the discrimination is included 
i n  the task of putting on the hat (i.e., put a ball and a hat before the client, and say, "Show me the hati'- When the 
c l i e n t  se lects  the hat, go through the program for putting 
the hat on) . Color discriminations can be taught bY using 
favorite foods (e.g. candies) or other favorite items of 
the client as the color to be learned and less favored 
stimuli as t h e  item of another color- 
A mat~h-to-sam~le technique involves presenting an object 
and having the client select from a group of 
objects (response choices) the one that matches. A match- to-sample procedure can include the use of other techniques 
such as redundancy t easy-to-hard sequence, novelty, fading, 
and prompting- 
selectinq the "different" item from a qroup 
 his type of discrimination training involves placing three  
or four objects in front of the client. All but one of them 
are  the same- The client is to choose from one which f s  
different. The ways in which the stimuli are the same or 
different can be one or a number of dimensions, For 
example, if you are teaching the concept of male-female, you 
might begin by presenting the client with two girl dolls and 
a picture of a boy. After: he learns to select the different 
stimulus, all pictures might be presented. Later, the 
pictures need not be identical, but be able to 
generalize that males may not always look exactly alike, but 
a r e  still not females. 
Self-Test 6 
~ i v e  an example of the discrimination training 
procedure based on trial and error. 
2. Discuss how redundancy, relevant and irrelevant cues, 
and the easy-to-hard sequence are used i n  
discrimination training. 
3. ~ e s c r  ibe the match-to-sample technique as used in 
discrimination training. 
Read the following two programs and, for each, choose 
the discrimination technique used from the following 
list. 
a, trial and error e. delay of prompts 
b. fading of irrelevant stimuli f ,  meaningfulness 
c. easy-to-hard sequence g. match-to-sample 
d. novelty h. selecting the 
"different" item 
from a group 
4 .  Purpose: When the instructor holds up an item and says 
"'Sh~w me one like this," the client will point to the 
matching object (in an array of three) nine out of 10 
times. 
Materials: ball, shoe, and cup (two of each) 
Training method: 
a. Place the three objects in front of the client. 
b. Hold up an object identical to one in the client's 
array and say, ''Show me the one like this". 
c .  Reinforce the client for touching the correct 
objects. 
d .  Use three step prompting (gesture, model, guidance) 
if the client does not the correct item. 
5 .  Purpose: Given t h e  co@aand, "Show me t h e  fork,. the 
client w i l l  t ouch  the fork nine ou t  of t e n  times. 
&faker i a l s :  drinking glass and a fork. 
~ 9 a F n i n g  method: 
8?hX? t h e  objects in front of t h e  c l ient  
Say, "Show me t h e  fork8* (cue) 
Wait one second 
Say, "This is t h e  fork" and point $a the  fork 
4 pzompt 1 
Score a correct response and reinforce if thg 
s tudent  touches t h e  Eork ei ther  before on: a f t e r  the 
proapt * 
x f  the client does not touch the fork, physically 
guide him and seare as incorrect, 
When khe client has achittved 90% accaracy for 3 
cstasectktive sessisrns, wait 3 seconds after the cue 
-
before g i v i n g  t h e  proapt, 
When the c l i en t  aekievea criterion a t  3 seconds, 
w a i t  5 seconds, ete .  Discontinue program when 
client g i v e s  90% correct responses Before t h e  
p ~ o m p t  * 
~ ~ c h  of t e m a t e r i a l  for  t h i s  module has been adapted from 
t h e  t h ree  books suggested under "Primary Readinq". xn 
add it ion , m a t e r i a l  was adapted from: Holvoet . i., Tucker, 
D.J * and Rorner , ROD* Generalization and discrimination of 
ant behaw ior. Topeka, Kansas : Personnel Training 
program for Teaching Associates of the Severely 
ieapped . The Kansas Neurological Ins t i tu te ,  1976 
PROJECTS 
d 
To be completed with clients with whom you are presently 
working* 
1. select a client. Select an instructional objective 
t h a t  is not a Part of his/her repertoire (be sure it i s  
included in the IPP). Prepare a program to teach t he  
objective In Your program, inelude several steps, 
each of which more closely approximates the 
objective. Include fading procedures as part of the 
material for teaching each approximation. Try the 
program with your client. Record the number of correct 
incorrect responses at each step. By referring t o  
the data which  you have collected, evaluate your 
shaping and fading procedures. 
2. Select a terminal goal consisting of at least a five- 
Link chain, and a client who does not have several of 
its l i n k s  in h i s h e r  repertoire. Incorporate shaping, 
fading, and chaining procedures to teach the complex 
behavior. Record your data including the number of 
correct and incorrect trials for each segment and far 
each combination of segments. Evaluate the 
effectiveness of your chaining and fading procedures. 
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INSTRUCTIONAL SUPPLEmNT 
PACKET 
T h i s  packet of inf~rmati~n is designed to assist t h e  staff 
person in the study of this module. TWO sets of information 
are  provided: 
~eachinq New Behaviors Outline: This provides an 
~rganized summary of the critical information contained 
in the module and references the pages in the module 
where further information is provided. Staff persons 
should rev iew  this outline before completing the rest 
of the module. Knowledge of the information in this 
outline will provide the staff person with the basics 
for teaching new behaviors. Critical terms are 
contained on the cover sheet. Staff persons should 
c i r c l e  these as they feel they develop an understanding 
of them. Those not circled will be discussed further 
by the i n s t r u c t o r .  
Testing of staff performance will be based on the 
information found on this packet, as expanded upon in the 
rest of the module, Staff should become familiar with the 
informat ion provided on the outline. 

TEACHING Nl2W BEEIllV1OR-s 
(Basic Techniques) 
D D 1. USE DISCREMINATIVE STIMULI (S s )  TO -- A d i sc r imina t ive  s t imulus  (S ) cues  a response t o  be made 
BRTNG ABOUT WPROPRIRTE RESPONSES t h a t  i s  Likely t o  be re in fo rced  ( t h u s  an appropr ia t e  
response f o r  a new behav io r ) .  Discr iminat ive  s t i m u l i  t o  
be used inc lude:  
a .  Verbal prompts / ins t ruc t ions  -- v e r b a l l y  i n s t r u c t  the  
c l i e n t  i n  doing t h e  appropr ia t e  response. 
b. I m i t a t i v e  prompting -- model the  appropr ia t e  response 
s o  the  c l i e n t  can i m i t a t e  it. 
c .  Physica l  prompting -- p the c l i e n t  i n  
making t h e  appropr ia te  response. 
A 1 1  are d iscr iminat ive  s t i m u l i  which lead  t o  appropr ia te  responses i n  a c l i e n t  i n  l ea rn ing  a new behavior. 
They are " i r r e l e v a n t "  i n  t h a t  t h e y  a r e  no t  normally needed, bu t  we use  them a t  f i r s t  t o  g e t  a s  much "power" 
as poss ib le  i n  brinying about appropr ia te  responses, W e  do not  want t o  use  more than i s  needed, bu t  want 
to use enough power t o  br ing  about the  response. Normally, w e  t r y  ve rba l  prompts, then i m i t a t i v e  prompting 
i f  needed, and f i n a l l y  physica l  prompts i f  needed (and/or a combination t h e r e o f ) .  
2 .  ONCE RESPONSES ARE B E I N G  MADE, USE -- Fading i s  t h e  process  of gradual ly  removing t h e  i r r e l e v a n t  
FADING TO REMOVE IF?RELEVmT DIS- discr iminat ive  s t i m u l i  so t h a t  t he  c l i e n t  i s  responding t o  
CRPMINATIVI? STIMULI WHILE MAINTAINING more n a t u r a l  and re levan t  d iscr iminat ive  s t i m u l i .  You would 
TEE RESPONSES TO ECELEVANT STIMULI sequen t i a l ly  fade ou t :  
a .  Physical  prompts 
b. Then i m i t a t i v e  prompting 
c.  Then verbal  p ~ - o m p t s / i n s t r u c t h s  
r 
The idea  i n  fading is  t o  gradually e l iminate  the  i r r e l e v a n t  d iscr iminat ive  s t imul i  t h a t  were i n i t i a l l y  needed r 
i n  brxnging about the  response. Physical  prompts a r e  normally faded out  quickly t o  e l iminate  over-dependence. P 
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